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CHAPTER I 
INTRODUCTION 
1. Problem 
The problem of this dissertation is to appraise the 
use of certain Bible study units as a means for guiding 
children's conceptual thinking about Christian concepts of 
God, man, and their relationship. The Bible study unit is 
one of, if not the major pattern of organization of content 
used in the outlines for graded curriculum prepared for use 
by at least twenty denominations cooperating in the Division 
of Christian Education of the National Council of Churches 
of Christ. The focus of this study is upon the published 
biblical studies units in one of the courses of a cooperat-
ing denomination: the Closely Graded Courses of the 
Methodist Church. An analysis of the biblical studies 
units in this curricular material is being undertaken to 
appraise the use of the Bible study unit as a means of 
guiding children's conceptual thinking about Christian 
1 
concepts of God, man, and their relationship. 
The appraisal is concerned with two interrelated 
problems. First: Are the concept expectations embodied 
2 
in the Closely Graded biblical studies units graded in 
accordance with present understanding concerning children's 
conceptual thinking? Second: What content is provided in 
the session outlines of the Closely Graded Courses for 
teaching about Christian thinking in regard to the concepts 
of God, man, and their relationship? 
2. Definitions 
Two areas of concern need to be clarified and the 
meanings of terms used within each field defined. 
One aspect of this study, that dealing with concep-
tual thinking, draws upon materials from the field of 
psychology. The psychological approach to thinking is made 
to discover what people do when they are thinking and what 
conditions determine their patterns of thought. The psy-
chologist seeks facts from empirical data and tries to 
arrive at generalizations about thinking based upon such 
data. Then he attempts to relate generalizations in order 
that he might arrive at an explanatory system of human 
behavior when it consists of activities describable as 
"thinking." 
One of the essential factors in human thinking is 
the use of concepts. The use of concepts allows a person 
3 
to catalogue quickly what he perceives. Often this classi-
fication is aided by the use of a particular word. However, 
concepts are not words. Children learn consistent responses 
to familiar objects before they learn to speak. 
Basically, a concept is a system of learned re-
sponses. Concepts are complex systems of learned responses. 
Persons organize their basic response-patterns in terms of 
these learned responses. A person uses concepts to relate 
his previous learning to present experience and to organize 
and influence other concepts. 
"Concept formation" refers to the acquisition of 
basic concepts which appears to take place up to the age of 
fifteen years. 
uconcept attainment" refers to the learning of a new 
concept and utilization of it after its having been learned. 
Concept attainment appears to function more through the 
modification and adaptation of existing concepts than the 
4 
1 forming of completely new concepts. 
. . 
Chapters III and IV of this study focus upon the 
psychological aspects of conceptual thinking with special 
reference to children. Further definitions appear in the 
context of their use in these two chapters. 
The second aspect of this study of concepts has been 
undertaken in relationship to church school curricular mate-
rials, in particular the units of study designated as dis-
tinctively biblical studies. A short discussion of the 
material and the terminology involved in its use should be 
made. 
The movement to adapt Sunday School materials to the 
needs of various age children had begun even prior to the 
authorization of the Uniform Lessons in 1872. 2 There was 
strong opposition to a national system of Graded Lessons. 
It was not until 1908 that the Graded Lessons for all age 
groups were authorized. The development of graded curricu-
lum proceeded rather informally . In 1939 the graded lessons 
1. Robert Thomson, The Psychology of Thinking (Baltimore: 
Penguin Books, 1959), p. 69 . 
2. Special Connnittee on the Curriculum Guide, A Guide for 
Curriculum in Christian Education, Prepared by the Divi-
sion of Christian Education, National Council of Churches 
(Chicago: National Council of Churches, 1955), p. 122. 
5 
situation was reviewed, and, as a result, in 1942 a Com-
mittee on the Graded Series was organized within the Inter-
national Council of Religious Education (now incorporated 
into the Division of Christian Education, National Council 
of Churches of Christ). The committee was charged with the 
responsibility of developing outlines for "a system of les-
sons carefully graded to the maturity of the pupils • • • 
taking account of emergent interests and needs and rich in 
biblical content and Christian doctrine."1 
The Committee on Graded Series is composed of dele-
gates appointed by denominations who intend to use the 
curriculum outlines. The number of cooperating denomina-
tions varies from time to time, but usually consists of 
more than twenty. The Committee has working subcommittees 
responsible for outlining some part of the curricular 
materials produced on a graded basis. One of these sub-
committees is responsible for Closely Graded Lessons. The 
Closely Graded Lessons 
• are planned for those church schools 
which desire a program of Christian education 
correlated to the experience and religious 
1. Report of the Committee on Lesson Policy and Production, 
1940, quoted in A Guide for Curriculum in Christian 
Education, p. 123. 
needs of its children and youth, and paralleling 
their year-by-year growth and development.l 
Outlines are made suggesting the content of a session (a 
lesson for a single church school period). A session out-
line suggests the topic for a class meeting, the biblical 
material, a Bible verse to remember, and a brief descrip-
tion of the intended content of the session. The first 
draft of the outlines is given directly to the denomina-
6 
tions for study and evaluation. At the next annual meeting 
of the Committee the outlines are revised as suggestions 
and criticisms are made. When the outlines are completed 
and approved by the Committee they are released to the 
Executive Committee of the Commission "with the recommends-
tion they be approved, copyrighted, and released." They 
are copyrighted under the title International Sunday School 
Lessons; the International Bible Lessons for Christian 
Teaching. Participating denominations then may use the 
outlines in keeping with the policies of their own denom-
inational editorial boards. 
1. Statement, "The Work of the Committee on the Graded 
Series," quoted in A Guide ill. Curriculum in Christian 
Education, p . 25. 
The editors of the Closely Graded curricular mate-
rials published by the Methodist Church base their courses 
on the outlines originated by the Committee on Graded 
Series. 
7 
The term "course" has been given to the curricular 
material provided for a year of study. A course usually is 
designated to indicate the specific age group for which it 
is intended; e.g., "Course V'' is the designation given to 
the curricular materials intended for use with children 
in the fifth grade, who are probably ten years old. 
The church school year begins in October. Each 
course is organized upon a quarterly basis. A pupil's 
book and teacher's textbook are issued four times a year 
for each course. These quarterly books constitute the 
major items of study for each course. 
The unit form of organization of curricular mate-
rials is used in the Closely Graded Courses of the Methodist 
Church. A unit "refers to 2. varying number of sessions 
related £2. each other for the fulfilment of 2. given pur-
pose."1 The given purpose of 40.1 per cent of the Closely 
1. Ibid., p. 48. 
Graded Courses is the study of the Bible. 1 These units 
designated for the purpose of Bible study are called 
"biblical studies units" throughout this study. 
A Closely Graded Course teacher's textbook is 
organized usually in terms of units, with a statement of 
purpose for each unit; sessions, with a statement of pur-
pose for each session; the biblical material involved in 
the session with interpretative notes for the teacher; and 
a suggested outline of the procedure to be followed during 
each session. 
3. Limitations 
One of the major limitations of this study is the 
complexity of the undertaking. Research within a separate 
discipline may focus sharply on a specific segment of a 
problem in search of new insight or be limited to certain 
particulars about an individual person's life. This study 
seeks to relate some of the insights from such limited 
research to a prevalent practice in Christian education in 
order that the field of Christian education might have the 
use of new insights. This interdisciplinary task has 
1. See Appendix I. 
8 
limitations comparable to "family life" in contrast to the 
intellectual celibacy of the single discipline. 
9 
Another limitation has to do with the use of the 
Bible study units. A specific denominational curriculum 
material has been selected to exemplify the use of biblical 
studies units: The Closely Graded Courses of the Methodist 
Church School Literature. The units designated as distinc-
tively Bible study appear in the course for four-year-olds 
and continue through each course level including Course IX, 
intended for fourteen-year-old youth. The analysis of these 
Courses was limited to the materials suggested in the ses-
sion outlines of the biblical studies units. This means 
that the stated purposes of the units and sessions do not 
appear in the reported content of this study except when 
materials within the session plans contribute to the 
purposes. 
The materials selected to indicate children's con-
ceptual thinking are limited to materials currently avail-
able in the fields of child development and educational 
research with the exception of a few selected references 
from research in the psychology of thinking. The reports 
concerning children's conceptual growth and development, 
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unless otherwise specified, are limited to the results of 
experimental studies with children and youth and not based 
upon logical extrapolation. The areas of children's 
knowledge are limited to four. Conceptual knowledge about 
self and other persons is reported. Understanding of con-
cepts involving aspects of the world such as relational 
thinking, time, chronology, space and place concepts is 
presented. The child's growth toward and insight into 
moral concepts and religious concepts is described. 
For the purposes of this study, the conceptual 
thinking about the Christian religion is limited to three 
main concepts: the concepts of God, man, and the pupil-
God relationship. The discussions of these concepts is 
not meant to be exhaustive in a theological sense. The 
categories and expository material regarding the concepts 
of God and man are derived in large measure from a document 
of the Board of Education of the Methodist Church and is 
properly credited in the context of its use. 
Certain limitations grow out of the fact that the 
psychological study of thinking is still in its initial 
stages. The data available are fragmentary and incomplete. 
Nearly all of the studies have included a statement to the 
effect that there is an awareness of the difficulties 
involved in the use of testing procedures. In spite of 
such limitations it seems worthwhile to engage in a study 
of the implications of the progress made to date rather 
than the alternative of continuing established practice 
unmindful of the progress. 
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Chapter XI takes this study beyond the theoretical 
confines of university libraries to the operative concepts 
of boys and girls who have been and are studying the bibli-
cal units of the Closely Graded Courses. This action 
research has many limitations. The children of one Meth-
odist Church School and the youth in another Methodist 
Church School provide a very limited sampling. From this 
limited sampling, grouping according to enrollment and 
attendance was undertaken. Church School records provided 
further limitations in establishing average percentages of 
attendance. Although the tests developed were given to 
the children and youth of yet another Methodist Church 
School in an effort to improve their reliability, they have 
not been perfected to the degree that probably would be 
necessary if the entire doctoral project had been centered 
in this phase of the study. Considering these obvious 
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limitations, no attempt is being made to analyze the data 
statistically on the basis of this being a sample of Meth-
odist Church School pupils who study the Closely Graded 
Courses and from whom reliable generalizations may be drawn 
in terms of the universe of Methodist Church School chil-
dren studying the Closely Graded Courses. The statistics 
reported are to be interpreted only in terms of the spe-
cific church schools involved in the research. 
4. Previous Research in the Field 
Research concerning children's conceptual thinking 
and its relation to the use of the biblical studies units 
as a means of teaching about the Christian religion has not 
been found in the reports of research in the fields of 
religious or character education. 
There are some studies involving the program and 
curriculum of Christian education which have been investi-
gated in pursuing possible related research. Two related 
projects were completed at the Catholic University of 
America. Sister M. Denise Hoskins reported "An Analysis 
of the Current Elementary Religion Text Books in regard to 
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the Concept of Grace."1 Sister M. Alodia Himmelberg fol-
lowed this study with "An Analysis of Children's Concepts 
of Sanctifying Grace. 112 The first study includes an anal-
ysis of five series of approved Roman Catholic texts for 
their contents concerning the concept of sanctifying grace. 
The determination of the developmental stages of the 
child's growth when the various aspects of the doctrine 
can be taught is not developed in depth, and it does not 
present the psychological understanding of children's con-
cept formation and attainment. The second study involved 
five Roman Catholic schools located in five mid-western 
and eastern states. Two tests were given to 498 fourth , 
fifth, and sixth grade pupils; one an essay, the other a 
multiple-choice test. Sister Himmelberg reports that the 
pupils tested were 11able to comprehend the truth of divine 
indwelling through baptism." However, few children real-
ized "that God's sanctifying grace is life, a share of 
1. Sister M. Denise Hoskins, "An Analysis of Current Ele-
mentary Religion Text Books in Regard to the Concept 
of Grace" (unpublished Master's thesis, Department of 
Psychology, Catholic University, 1958). 
2. Sister M. Alodia Himmelberg, "An Investigation and Anal-
ysis of Children's Concepts of Sanctifying Grace" 
(unpublished Master's thesis, Department of Psychology, 
Catholic University, 1958). 
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God's life with them. 11 The fact that a limited number of 
children were conscious of their relationship to sanctify-
ing grace was credited to particular teachers rather than 
a particular course of study. The social implications of 
the concept were reported to be the most neglected phase 
f . . 1 o 1.nstruct1.on. Although this research does not con-
tribute to the present study, it does indicate a related 
concern within Roman Catholic education. 
A theoretical study of the "Changing Conceptions 
of the Role of the Bible in the Curriculum of American 
Protestant Education, 1903 to 1953 ••• 11 was completed by 
Marvin J. Taylor.2 The report of previous research made 
by Taylor includes a number of studies of the use of the 
Bible in various denominational church school curricula; 
however, the studies are based upon methodologies which 
remain within the biblical field of study. Taylor's own 
project involved the analysis of the publications of the 
Religious Education Association, the former International 
1. Ibid., ·PP· 62-64. 
2. Marvin J. Taylor, "Changing Conceptions of the Role of 
the Bible in the Curriculum of American Protestant Reli-
gious Education, 1903 to 1953, as Reflected in Certain 
Selected Periodical Literature" (unpublished Ph. D. 
dissertation, University of Pittsburgh, 1954) . 
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Council of Religious Education, the National Association of 
Biblical Instructors, and selected materials related to 
Higher Education. This study of curriculum did not include 
any curriculum itself. 
Sara Little's dissertation, "The Role of the Bible 
in Contemporary Christian Education," is an examination of 
American patterns of theory and practice relating to the 
use of the Bible since 1947. 1 An analysis of the thought 
of selected theologians and religious educators and of 
curricular materials was completed . Little described the 
latest complete cycle of the curriculum materials of the 
Presbyterian Church, United States of America; the Meth-
odist Church; and the Protestant Episcopal Church as gospel 
centered. Two poles of thought were noted concerning the 
use of the Bible. The first emphasizes the content of the 
Bible; the second emphasizes the process by which God 
reveals himself through the Bible. The Methodist Closely 
Graded Courses were judged to be a modified emphasis upon 
the process. The use of the Bible as resource was noted. 
1. Sara P. Little, "The Role of the Bible in Contemporary 
Christian Education" (unpublished Ph. D. dissertation, 
Yale University, 1958). 
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"A Comparison of the Concept of God in Three Church 
School Curricula" was completed in 1958.1 This study 
presents the theological positions and educational philos-
ophies of The Christian Faith and Life Series developed by 
the Presbyterian Church, United States of America; The~ 
Beacon Series of the Council of Liberal Churches; and The 
Seabury Series of the Protestant Episcopal Church. A 
comparison is drawn concerning the effectiveness of com-
municating the concept of God. 
A study concerning the application of empirical data 
concerning children to the field of Christian Education was 
completed in 1954 by Kannwischer. 2 Kannwischer tested the 
empirical validity of the theory of personality formation 
in children which appeared in "The Study of Christian 
Education," a composite work of sixty representative 
1. Christine Skelton, "A Comparison of the Concept of God 
in Three Church School Curricula" (unpublished Ed. D. 
dissertation, The Hartford Seminary Foundation, 1958). 
2. A. E. Kannwischer, "Protestant Christian Education in 
the Light of Empirical Findings of Personality Growth 
in Children11 (unpublished Ph. D. dissertation, New York 
University, 1954). 
3. "The Study of Christian Education" was an inquiry 
authorized by the International Council of Religious 
Education in February, 1944. The final report, "The 
Study of Christian Education," was made in 1947. 
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Protestant scholars. The empirical findings of selected 
cultural anthropologists and clinical psychologists con-
cerning personality growth in children were applied to the 
understandings of personality growth reported in "The Study 
of Christian Education." The comparison indicated that 
there were unreconciled elements within "The Study of 
Christian Education." Significant discrepancies were noted 
to exist between the theological conception of the nature 
and structure of personality and that held by most Protes-
tant Christian educators. 
Mary Anderson's doctoral dissertation,1 "An Analysis 
of the Closely Graded Lessons for Children in the Light of 
the Laws of Growth," focused upon the Closely Graded Les-
sons using Gesell's studies of children. The laws of 
growth were interpreted to be the law of readiness, the law 
of effect, and the law of exercise with a purpose. The 
present study does not duplicate this earlier effort since 
its focus is upon conceptual thinking and the concepts of 
God, man, and the pupil-God relationship. Anderson does 
1. Mary Esther Anderson, "An Analysis of the Closely Graded 
Lessons for Children in the Light of the Laws of Growth" 
(unpublished Ph. D. dissertation, Boston University, 
1949). 
indicate some weaknesses such as the overuse of story-
telling which also appear in this work. 
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These previous research efforts concerning the role 
and use of the Bible in Christian education curricula sup-
port the assertion that this is an area of vital concern 
to Christian educators. Acquaintance with these studies 
has enabled this study to be written in light of a broader 
perspective. 
5. Methodology 
The major methodological procedures used are survey 
and analysis. The dissertation begins with a consideration 
of the use of the Bible in the Methodist Church School cur-
ricular materials. Currently available documents of the 
Board of Education related to this topic provide the 
resources for the chapter. 
A study is made concerning conceptual thinking with 
special reference to children, including children's knowl-
edge of the four selected concept areas. An empirical 
picture, although fragmentary, of children's conceptual 
thinking begins to emerge. 
Intensive analysis of the session outlines desig-
nated as "distinctively Bible study" is carried through to 
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obtain what explicit concepts of God, man, and the pupil-
God relationship actually are contained in the materials 
to be taught to the pupils. Concepts of God involve God 
the Creator, Provider, Revealer, Redeemer, and Sanctifier. 
Concepts of man refer to his conscious selfhood, his role 
as questor, and his role as responder to God. The pupil-
God relationship is analyzed in terms of the relationship 
of love, acceptance, discipline, and community. The con-
tent reported through the analysis gives an indication of 
what material is provided to guide children's conceptual 
thinking about these aspects of the Christian religion. 
The media intended for use in the presentation of the con-
tent are included in the report of the analysis. 
The results of the concept analysis are then viewed 
in the light of the empirical research concerning chil-
dren's concepts. The concept analysis and its viewing in 
the light of the research constitute six chapters, consist-
ing of three paired chapters, of this study. 
The action-research with children and youth who have 
been studying the biblical studies units involves the 
development of ten tests, their administration, and evalu-
ation. The tests are developed to discover if the concept 
expectations of the biblical studies units which seem to 
be out of harmony with the empirical view of children's 
concepts are being realized by the pupils. 
The theoretical orientation to the use of the 
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Bible, the empirical understandings of children's concep-
tual thinking, and the results of the analysis of the 
session outlines contribute to the statement of some funda-
mental issues involved in guiding children's conceptual 
thinking about the Christian religion through biblical 
studies units. 
CHAPTER II 
THE USE OF THE BIBLE IN THE METHODIST 
CHURCH SCHOOL CURRICULUM 
We who edit and write the lesson mate-
rials "unfeignedly believe the Holy 
Scriptures," and that they contain "all 
things necessary to salvation" as the 
Methodist Discipline of 1952 (Par. 120 on 
page 553)1 puts it. Moreover, as Protes-
tants we are committed to the conviction 
that every person should read, study, and 
seek to understand the Bible for htmself.2 
11The Bible is central in our lesson materials," and 
"our materials are saturated with the Bible."3 These re-
marks by the General Editor of Methodist Church School 
Literature support the position that "the Bible has an 
important place in the Methodist Curriculum. 114 
1. See Doctrines and Discipline of the Methodist Church, 
ed. Bishop N. a:-Harmon (Nashv~lle: Pierce, 1957), 
par. 5 , p. 64. 
2. Henry M. Bullock, The Bible and Methodist Church School 
Literature (Nashville: The Methodist Publishing House, 
n.d.), p. 2. 
3. Ibid. 
4. Educational Principles in the Curriculum, A Report to 
the Curriculum Committee-or-the General Board of Educa-
tion of the Methodist Church (Nashville: Pierce and 
Smith, 1952), p. 43. 
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1. Basic Attitudes toward the Bible 
The use of the Bible in the Methodist Church School 
Curriculum is the result of the Church's basic attitudes 
toward the Bible.l 
i. Christianity as Gospel 
Clarence Tucker Craig stated that how one uses the 
Bible depends upon his conception of Christianity. 2 He 
indicated that two quite divergent views have been held by 
various religious educators. One group has represented 
Christianity as a guest, "man's adventurous pursuit of the 
good life." The other group claims that Christianity is a 
gospel, "God's good news for men."3 The late Dean Craig 
placed Methodism's position squarely behind the view that 
1. Materials in this chapter have been taken from publica-
tions currently circulated by the Board of Education of 
the Methodist Church to interpret the attitude of the 
Church toward the Bible and to present the Board's 
position on the use of the Bible in its curricular 
materials. 
2. Clarence Tucker Craig, The Use of the Bible in Teaching 
(Nashville: Whitmore and Stone, 1942). This booklet was 
issued by the Editorial Division of the Board of Educa-
tion and is a reprint of a series of articles which 
first appeared in The Church School, a publication of 
the Board of Education. 
3. Ibid., p. 4. 
Christianity is a gospel. "We are not Christian because 
of the truth we seek, but because of the truth we have 
found. " 1 
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The gospel is the good news that God "performed in 
Christ a unique act of deliverance for·men." Christianity, 
rather than being a human quest, is God's quest. The Old 
and New Testaments each contain their varying contribu-
tions to the understanding of this good news. "But within 
all this diversity there has been a central thread of unity: 
God has undertaken .!!! adventurous guest for !!!ffi, and his 
redemptive purpose is the supreme good ~· 2 The gospel 
may take the form of a creed of confession translated into 
the thought forms of its day. "But unless the message is 
.!!! interpretation of God's ~ for !!!!ill in Christ, it is 
something other !.ill!!!~ gospel."3 
ii. Bible as Source of God's Self Revelation 
The Bible is the written record of God's redemptive 
acts in quest of man which culminate in the person of 
l. Ibid. , p. 2. 
2 . Ibid . , p • 3 . 
3 . Ibid . , p . 4 . 
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Christ. The Bible contains the writings of inspired men. 
These men were prepared by faith to receive God's revela-
tion. God reveals himself through all that he does, but 
it is men of faith who recognize in "everyday happenings 
of our world the unfolding of God's works."1 In the 
Bible, events are interpreted in the context of faith. 
It is the purpose of the Bible "not primarily to 
enlighten the mind, but to bring men into fellowship with 
God, and obedience to his will." 2 The men who wrote the 
Bible did so, not by word-by-word dictation from God; they 
found His revelation through personal experience in the 
events of history. Thus, "in the Bible God reveals him-
self, and not ideas about himself nor infallible items of 
history or science." "The Bible, and particularly the New 
Testament, is the source through which God's self-revelation 
is understood."3 
iii. Approach to the Bible 
The writers of the Bible, although they were men of 
faith, were not able to record and interpret all of the 
1. Educational Principles in the Curriculum, p. 17. 
2. Ibid. 
3. Ibid. , p. 18. 
significance of their experiences. From this approach to 
the understanding of the Bible we should see that 
(1) the Bible, being an interpretation and record, 
should be read with emphasis on the spirit and not 
the letter, upon the content and not the single 
statement, upon what it suggests rather than what 
it describes; (2) the Bible is not equally clear, 
and not equally binding in all its parts, but 
Christ is the standard for the judgment of its 
revelation; (3) Biblical revelation can never be 
complete in the printed word, but only when it 
is renewed in us.l 
The Bible is to be used as a spiritual resource. 
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However, the Bible is sixty- six books, covering experiences 
of twelve centuries, and related to many ancient cultures. 
Bible study is required if there is to be an intelligent 
and understanding usage of the Bible. Such usage indicates 
that there should be no set length to a biblical passage. 
Knowledge of the context and background of the passage is 
needed if there is to be an accurate understanding of the 
Word of God. The significance of a passage depends upon 
its place in history. Unless the author's original meaning 
has been sought, the reader may read his own ideas into the 
passage. This is to dishonor the Bible and confuse one's 
own word with God's Word. It should be clear that the 
1. Ibid., p. 17. 
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proof-texting fashion of biblical usage is not acceptable. 
If the value of the Bible is accepted, the total message 
of the Bible on a specific problem should be sought. 1 
The revelation contained in the Bible is of widely 
divergent value. Craig has given stress to the view that 
the "principle of development" must be taken into account . 
Varying positions in the Bible do not stand upon the same 
level of revelation. From the earliest writings of the 
Old Testament, through to the preaching of Jesus, to the 
letters of Paul, and to the interpretations of the Gospel 
of John, the developmental principle is applicable. Craig 
states: 
The application of this principle does not stop 
with the year A.D. 100, but goes on within the 
history of the Church. We must never forget 
that it was the Church that produced the Bible, 
not the Bible that produced the Church. Revela-
tion is not a book, but the act of God, and God 
is not dead.2 
1. Craig, in The Use of the Bible in Teaching, singled out 
the problem-project approach to the Bible as one that 
makes dangerously acute the use of the "Bible as an 
arsenal of proof texts"; e.g., "In many discussions of 
the race problem, the interview of Jesus with the woman 
of Samaria has been introduced, but the saying in the 
Gospel of Matthew has been ignored, 'Go not into the way 
of the Samaritans, 111 p. 12. Cf., p. 262. 
2. Ibid., p. 13. 
iv. Authority of Scriptures 
The above approach to the Bible has lead to the 
following statement: 
The New Testament writings are more important 
than those in the Old Testament because they 
reflect the supreme revelation of God in Christ. 
And the most authoritative passages of all are 
those which the consensus of Christian judgment 
accepts as the authentic account of Jesus' life, 
teachings, and character.l 
Dr. Bullock has phrased it that Methodist Church School 
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literature seeks to use the Scriptures "in the way and in 
the spirit" Jesus used them. 2 Jesus set his own spiritual 
insight above that of many Old Testament writers. 3 Jesus 
asserted that the searching of Scriptures or keeping 
scriptural law did not bring salvation. 4 Bullock states 
that salvation comes "through faith in God through Jesus 
Christ, the fullness of revelation in all Scripture."5 
1. Educational Principles in the Curriculum, p. 18. 
2. The Bible and Methodist Church School Literature, p. 5. 
3. Ibid., p. 4. "Jesus set his own authority above 
Scriptures saying, 'But I say unto you ... ' six dif-
ferent times in twenty-three verses." 
4. John 5:39, 40. 
5. The Bible and Methodist Church School Literature, p. 4. 
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The editors of Methodist Church School literature 
"do not set the authority of Scriptures above Jesus 
Christ." "All things--even the Scriptures--are under the 
authority of Jesus Christ, and are judged by him, his life, 
his teachings, and his saving work."1 
2. Educational Principles and Use 
of the Bible in Curriculum 
Educational Principles in the Curriculum, a report 
to the Curriculum Committee of the Church, frankly recog-
nizes the double inheritance of the Christian education 
movement. It presents the position that Christian educa-
tion must be understood from the point of view of both the 
noun and adjective. 
As Christian education, our movement takes 
its place in one frame of reference. The point 
of view has to do with the ways human beings 
learn, with the circumstances that make learning 
possible, with the external social situations 
that determine to a large measure what is learned, 
and the perfection of teaching methods to assure 
effective and permanent learning. 
As Christian education, our movement makes 
clear that it is not education in general but a 
particular type of education. The clear implica-
tion is that content, method, and objectives are 
understood from a Christian point of view with 
certain basic affirmations about the nature of 
1. Ibid. 
God, the nature of the universe, the nature of 
man, and the kind of life into which he is to be 
inducted by means of the educational process.l 
When the educational frame of reference began to 
emerge and have implications for the Christian movement, 
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already proceeding with certain practices, conflicts came 
into being. Contrasts were made between religious educa-
tion and evangelism, between the permanent and changing 
aspects of the faith, between "transmissive" verses, 
"creative" education, and between "experience-centered" 
or "Bible-centered" curricular materials. As time has 
passed, many new insights gained from the understanding of 
the educational methods have won approval. There has 
grown a "conviction in many areas of the life of the 
churches that the educational method is a naturally appro-
priate way of communicating the Christian faith and that it 
deserved to be used widely and effectively."2 Today there 
is concern for synthesis, reconciliation, and resolution 
of the conflicts resulting from the movement's double 
foci. 
1. Educational Principles in the Curriculum, p. 25. 
2. Ibid., p. 26. 
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Let us examine what, at this point of time in the 
Christian education movement within the Methodist Church, 
has been stated as some of the emerged operational prin-
ciples in the development and use of curriculum, with spe-
cial reference to the use of the Bible in the curriculum. 
i. Nature of Curriculum 
The word "curriculum" has come to be used in several 
differing ways. Usually, to a professional educator it 
indicates the total scope of the enriched and guided learn-
ing experience. This is to be differentiated from the 
curricular materials. Curricular materials are the books, 
booklets, and leaflets; the pamphlets, periodicals, and 
audio-visual aids. The materials provide resources for the 
educator and the learner. They contain guidance for learn-
ing activities that assist in carrying out the total cur-
riculum. For the Methodist Church the curriculum of 
Christian education encompasses all areas of experience 
and seeks to provide nurture for a life of faith, hope, 
and love in keeping with the Christian gospel. 1 This 
means that curricular materials developed for use in 
1. Educational Principles in the Curriculum, p. 42. 
teaching should frequently challenge both teachers and 
learners 11with the gospel of Christ in such a way that it 
leads them to discard some old ways of thinking and feel-
ing and acting and to reach new and higher levels of 
Christian living. 111 
ii . Christian Faith--Organizing Point 
for Curriculum Development 
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The curriculum of the Methodist Church 11is concerned 
with the development of a vital relationship on the part of 
the individual to the great realities of the Christian 
faith."2 
The Methodist Church recognizes and builds upon 
the basic theological foundations of the Christian 
faith, as it seeks to provide teaching materials 
which must serve many peoples with varying back-
grounds and contrasting points of view.3 
Those who are responsible for curriculum construction 
recognize the diversity of belief among confessing 
Methodists . However, they indicate their responsibility 
to see that the curricular materials "seek to make known 
1. Ibid., p. 43. 
2. Ibid. 
3 • Ibid. , p • 42 • 
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to all, those true, satisfying beliefs that can help per-
sons bring their own lives into harmony with the divine 
purpose."1 
The Christian faith is the organizing point of cur-
riculum development. This Christian faith is related to 
persons and is not to be considered as a content separate 
from them. Christian faith is an integral part of life. 
A church which helps individuals integrate their 
lives about Christian ideals must awaken and 
strengthen the desire to do God's will; it must 
furnish some standards by which one is to know 
right and wrong; it must help develop ability 
and skill to do the right. The church depends 
in large measure upon the curriculum of the 
church school to help achieve these ends. Such 
a curriculum is designed to lead growing persons 
to commitment to the Christian faith, to bring 
the learners face to face with decisions that 
must be made in the light of Christian standards; 
to orient his life constantly toward the Christ 
and to strengthen his convictions concerning the 
meaning and purpose of life.2 
The above discussion of the faith orientation also 
recognizes the needs of the learner; but "pupil needs 
standing by themselves can hardly suffice as self-contained 
and autonomous criteria."3 The Methodist Church accepted 
1. Ibid. 
2. Ibid. , p. 43. 
3. Ibid., p. 34. 
the inclusive statement developed by a committee of the 
International Council of Religious Education (now the 
Division of Christian Education, National Council of 
Churches) to the effect that 
. . . the organizing principle of the curriculum 
from the viewpoint of the Christian gospel is to 
be found in the changing needs and experiences 
of the individual as these include his relation 
to: (1) God as revealed in Jesus Christ; (2) his 
fellow men and human society; (3) his place in the 
work of the world; (4) the Christian fellowship, 
the Church; (5) the continuous process of history 
viewed as a carrier of the divine purpose and 
revealer of the moral law; (6) the universe in all 
its wonder and complexity.l 
iii. Curriculum and Growing Persons 
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The concern and effort that goes into the Church's 
support of Christian education 
. is founded on Christian faith in the God-
given capacity of human beings to grow, change, 
learn. We believe that God made persons that 
way, and the educator--be he teacher, parent, 
pastor, friend--cooperates with God when he 
recognizes the fact of growth and tries to help 
persons live as children of God.2 
1. Educational Principles in the Curriculum, pp. 34-35, 
citing The Study of Christian Education, Section IV: 
The Curriculum of Christian Education, p. 15. 
2. Ibid., p. 32. 
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With this conviction that the processes of growth and 
learning are God given, the writers and editors who develop 
the curriculum, and the educators whose teaching is guided 
by it, have a responsibility to know and make use of the 
findings from the disciplines of child growth and develop-
ment and educational psychology. The writers and editors 
of Methodist Church School literature have been instructed 
to make use of the results that come from sound research 
and study in the area of child development. 
Educational Principles in the Curriculum includes 
this statement: 
The objectives of Christian education and the 
materials of [sic] accomplishing those purposes must 
recognize the individual's needs and potentialities, 
his abilities and limitations, his interests and 
capacities at each level of maturity. One's Chris-
tian development is never completed, so the measure 
of achievement is to be recognized in increased 
understanding, appreciation, and meanings which 
help one become Christian in all his relationships.! 
The logical outcome of this developmental approach 
based upon the understanding of growing persons is a 
graded curriculum. The Methodist Church is committed to 
graded courses. The fact that all desirable learning 
1. Ibid., p. 45. 
35 
cannot come in childhood must be seen in perspective that 
learning is life-long. The graded curriculum is one that 
holds this perspective. The graded curriculum builds upon 
earlier meanings in seeking to contribute "increasing 
understanding, knowledge, and appreciation of the Christian 
way so that every person is drawn into closer fellowship 
with the eternal God." 1 
One of the purposes of the graded curriculum is to 
be able to include materials that take into account such 
educational concerns as the nature of personality, motiva-
tion, readiness, level of aspiration, and the relation of 
the individual to other individuals and the group. Aware-
ness of these concerns may have been in the thought of 
committee members when they reported: 
If the curriculum is to influence the action of 
individuals it must be willing to start at the 
place where people can take hold. It must start 
at the point of their experience.2 
The curriculum of the Methodist Church has been pledged to 
meet people where they are; but it is also committed not 
to leave them there. The curriculum is supposed to 
1. Ibid. 
2. Ibid., p. 46. 
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encourage initiative and creative thinking. Christian 
living is to be portrayed as a creative facing of problems 
and issues involved in living. The abundant resources of 
the Christian faith should be provided so that people may, 
with guidance and help, meet life and its changing needs. 
The mechanical, easy-answer approach is to be avoided. 
The curriculum contributes to Christian growth in living 
when it 
. helps persons become aware of the needs in 
their own lives and in the situations they face; 
. helps them weigh values and choose the high-
est values, because of their commitment to Christ 
and the principles he has made clear, ... 1 
iv. Use of the Bible in Curriculum 
The foregoing discussion should eliminate as an 
operative principle either an "experience-centered" or 
"Bible-centered" curriculum. 
Inevitably an effective curriculum of Christian 
education will have to use both types, some of 
the material to be predominantly experience-
centered, others predominantly Bible-centered.2 
Those who construct the materials do not have an 
either-or choice. They face "the necessity of bringing 
1. Ibid. 
2. Ibid. , p. 35. 
into their proper relationship the needs of the learner 
and the essential demands of the Christian faith."1 
Dean Craig proposed a twofold use of the Bible. 
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Since our historical faith rests upon the conviction that 
we have a gospel to preach, one use of the Bible "calls 
for the presentation of the gospel faith." The acts of 
God must be presented so that they may be understood. The 
understanding will then awaken either belief or unbelief. 
Then, "if one accepts the gospel as true, he must discover 
what should follow in practical living." This brings 
about the second use of the Bible which "will accompany 
our examination of the ethical problems of life."2 
The first use, the teaching of the gospel, ought to 
place the biblical material as central. When the gospel 
is taught "the record of God's revelation to~ must be 
presented M factual material."3 Craig wrote that religious 
educators have not wanted to recognize this principle. He 
asserts that their concern that the material meet the need 
of the student and must be experience-centered failed "to 
1. Ibid. , p. 43. 
2. The Use of the Bible in Teaching, p. 6. 
-------
3. Ibid. , p. 7. 
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recognize that the most vital need of any person was to 
examine for himself the historic bases of Christian faith." 
Craig continues to write: 
Since Christianity is an historic faith, it can-
not be studied through contemporary experiences, 
but only through the record of God's revelation. 
Of course, there are other aspects of Christian 
education, but the presentation of the gospel 
involves the presentation of definite factual 
material. The technique is not the interchange 
of opinions, but the humble presentation of the 
historic evidence.l 
He indicates that the presentation of the gospel ought to 
be such that every intelligent Christian will know 
. the outline of spiritual development that 
made the coming of Jesus historically possible; 
the main types of faith awakened by the career 
of Jesus; and the main facts of that career as 
they were used to substantiate that faith.2 
"The primacy of the teaching of the gospel" is set 
forth in Craig's articles. He makes a plea that the study 
be "frankly historical." The old approach of seeking 
"from each of fifteen verses" what can be applied to an 
individual's life is not the way to use the Bible. The 
presentation of the gospel will seek to present a clear 
1. Ibid., p. 8. 
2. Ibid. 
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understanding of the revelation of God in history. The 
student of the gospel will find an appreciation of the 
rich heritage which becomes his as he comes to understand 
its interpretations. 
The second use of the Bible comes from one's 
response to the gospel. It focuses on the ethical response 
to the gospel. In discussing this use, Craig suggests that 
the value of the Scriptures for this approach has been 
exaggerated by those "who urge the centrality of the 
Scriptures." 
Solutions to perplexing problems must arise out 
of a direct study of those problems. The volu-
minous literature on an ancient people provides 
quite an indirect method of approaching them. 
Furthermore, all of the books of the Bible were 
written for adults, and they are largely con-
cerned with adult experiences. Children and 
adolescents do not find their immediate problems 
dealt with. And adults discover that it is not 
easy to translate even the most elemental prin-
ciple from ancient applications to the needs of 
modern life.l 
The seeking of Christian solutions to modern prob-
lems should not be limited to the Bible; it should include 
any sources from which help is available. 
1. Ibid. 
A true insight does not need to be bolstered up 
by some Bible verse in order to make the study 
a Christian one. On the other hand, it is a 
disservice to the truth to warp biblical verses 
toward a modern application when their real 
significance lies elsewhere. A curriculum is 
Christian insofar as it is based on the gospel. 
That is not guaranteed by any collection of 
incidental biblical passages, but only by the 
total perspective in which the study is made.l 
At the conclusion of his theoretical discussion of 
the use of the Bible in teaching, the late Dean of Drew 
Seminary includes the recognition that these two uses are 
logically distinct, but in practice "they will naturally 
dovetail one into another." Another aspect of the logical 
nature of this twofold presentation receives this comment 
from him: 
Logically the presentation of the gospel should 
come first, and the working out of a creative 
life response to the divine initiative of Christ 
would follow. As a matter of fact, the psycho-
logical approach in many cases may be the reverse.2 
In the actual plans of curriculum construction, 
provision is made for the Bible to be used in three ways: 
First, we study what is in the Bible, trying 
to answer such questions as these: What does 
the Bible say? What are its great teachings? 
1. Ibid., p. 9. 
2. Ibid. 
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What is the Christian faith? 
Second, we study the history of the Bible try-
ing to answer such questions as these: How did 
we get the Bible? When and how were the various 
parts of the Bible written1 For what need or 
problem was each part written? 
Third, we begin with the needs of our pupils, 
ourselves, and our world, and seek the answers to 
such questions as these: What help does the Bible 
have for us as individuals? What help does it 
have for our world and its needs?l 
The strategy in writing the curriculum appears to be to 
include one or the other approaches prominently in any 
group of lessons. Dr. Bullock has pointed out that many 
of the units begin with the needs of the pupils in terms 
of their everyday living. Then the resources of the 
Bible are drawn upon to help apply Christianity to their 
daily life. 
Selections of the Bible materials for the currie-
ulum are made with the enrichment and enlargement of the 
experience of the learner in mind. In the materials for 
children, the selections are made with "reference to the 
unit as a whole rather than single sessions."2 Repetitive 
usage, in varied meaningful relationships, is employed 
1. The Bible~ Methodist Church School Literature, p. 2. 
2. Educational Principles in the Curriculum, p. 43. 
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during the unit of study. The suggested means for Bible 
memorization comes from this usage: 
The understanding, appreciation, and meanings 
which come to growing persons through this 
approach make memorization a natural outcome, 
a meaningful experience, rather than an assigned 
chore.l 
Literature produced for Methodist usage is not 
substituted for the Bible itself. Bible passages are 
printed in the materials. However, as soon as the chil-
dren are old enough they are encouraged to use the Bible 
itself. The Bible is a companion text to all teacher 
guides and to the pupil text when it may be profitably 
used by the student. 
The general editor of the Methodist Church School 
literature has stated that he knows "of no church-school 
literature published anywhere which makes use of as much 
biblical material as does our Methodist literature."2 
Statements as to the use of the Bible appear in 
departmental materials provided for the Closely Graded 
1. Ibid . , p . 44 • 
2. The Bible and Methodist Church School Literature, p. 7. 
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This leaflet includes a report of the number of biblical 
passages, stories, and pictures used in the Closely 
Graded Courses. 
Courses. These statements suggest how the grading prin-
ciple has been applied to the Bible for use at the respec-
tive age levels. 
One of the goals of Christian education for the 
four-year-old is that he may have a growing concept and 
understanding of the Bible. In explaining this goal it 
is stated that "to live among persons whose lives are in 
harmony with the highest the Bible teaches is the best 
introduction that the young child can have to the Bible."1 
The introduction to the five-year-olds teacher textbook 
also comments upon this goal in a similar manner. 2 Both 
sections refer to the kindergarten Closely Graded Course 
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booklet provided for parents--Before They Ask. One article 
in the booklet features the use of the Bible with kinder-
garten children. In it there is recognition of the 
undeveloped chronological sense of the four- and five-
year-olds. It is suggested that only a few Bible stories 
1. M. Elizabeth Suiter, Four-Year-Olds at Church and Home, 
Teacher's Textbook, Part 1, edited by-Henry M. Bullock 
and Mary Edna Lloyd (Nashville: The Graded Press, 
1957), p. 11. 
2. Myra B. McKean, Five-Year-Olds at Church and Home, 
Teacher's Textbook, Part 1, edited by Henry M. Bullock 
and Mary Edna Lloyd (Nashville: The Graded Press, 
1957), p. 10. 
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can be used to advantage. The goal of the use of Bible 
content is to try to develop an appreciation and feeling 
that "there is something here with which I shall become 
better acquainted as I grow older, and have learned to 
read." Thus, the amount of biblical content is not impor-
tant. The cultivation of appreciation and feeling that 
there is something lovely and interesting in the Bible is 
basic. Biblical materials are not to be chosen on the 
basis of precepts that we think will help the kindergartner 
be a "good" child. Non-Bible stories, nearer his own 
experience, should be selected for assisting him to lead a 
good life. Bible background stories are used with the 
four- and five-year-olds. These background stories are to 
build a foundation for later knowledge of the Bible. 
Miss MOore writes: 
By background stories we mean stories which do 
not appear in the text, but deal with the life 
and customs of Bible times. For example, a 
story of a little boy who tried to reach the 
Mezuzah, on the doorway of every Jewish home 
at the time of Jesus. The little boy tries to 
reach the cylinder, and learns that the words 
say, "Love God with all your heart," which is 
a simplification of Deuteronomy 6:4-6. Another 
story might be of harvesttime [sic], with a 
verse of thanks from the Psalms woven into it. 
The story breathes the atmosphere of joy which 
was a part of the experience of the harvest, 
and recognizes how the Psalms grew up on the 
lips of the people before they were crystalized 
and recorded .... In telling such stories we 
do not expect nor wish a deposit of fact [sic] 
knowledge. But we are building in backgrounds, 
of which the child is unconscious, but which 
will help him to feel at home amid biblical 
life and customs when he is older.l 
The analogy is used that introducing the child to the 
Bible is like introducing him to his great-grandfather 
whom he has never seen. The establishment of an attitude 
of interest and appreciation is our purpose. 
The goal related to the Bible in the Christian 
education of primary children is 
. • • to help children develop an appreciation 
for and interest in the Bible as an important 
book containing stories of Jesus and of the 
people who felt God's nearness and tried to 
live according to his plans; gain a simple 
knowledge of biblical home life and customs; 
grow in an ability to use certain passages as 
expressions of worship; begin to recognize the 
Bible as a guide for living today.2 
Words of Jeanette Perkins Brown appear in the Introduction 
to the teacher's textbook, Part One. She has written: 
1. Jessie Eleanor Moore, "Grandfather's Book," in Before 
They Ask, edited by Henry M. Bullock and Mary Edna 
Lloyd (Nashville: The Graded Press, 1957), pp. 23-26. 
2. Mattie Lula Cooper, Primary Closely Graded Church 
School Courses: Superintendent's Manual; General 
editor, C. A. Bowen (Nashville: The Graded Press, 
1951), p. 9. 
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The children's appreciation of the Bible must 
grow through gradual experiences with it which 
have shown them that this book has meaning in 
it for them.l 
These words, or ones very similar, also appear in the 
teachers' textbook for Courses Two and Three. 
Courses for grades four, five, and six (the 
junior division of the church school), which have been 
carefully chosen to meet the growing interests and capaci-
ties of this age group, are said to assist juniors in 
2 
undertaking a serious study of the Bible. 
Teachers of the junior high youth are charged with 
the responsibility of helping their pupils inherit their 
Christian heritage. "The most important and indispensable 
part of it [the heritage] is to be found in the Bible." 
It is hoped that the Bible may be made to come alive for 
these twelve-, thirteen-, and fourteen-year-old youth. 
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A comprehensive knowledge of the Bible, of what it contains, 
1. Lois Eddy McDonnell, Working Together in Home and 
Church, Teacher's Textbook, Course I, Part 1; General 
editor, C. A. Bowen (Nashville: The Graded Press, 
1949), p. 16. 
2. Ida Binger Hubbard, Junior Closely Graded Church 
School Courses: Superintendent's Manual; General 
editor, Henry M. Bullock (Nashville: The Graded Press, 
1955), pp. 20-22 . 
how it has come to us, and how it may be used in daily 
living should be gained during these years. 1 
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This chapter has set forth the stated position of 
the Methodist Church concerning the use of the Bible in 
its church school curriculum. This discussion of basic 
attitudes toward the Bible and the educational principles 
involved in the use of the Bible in curriculum development 
provides a basis for later appraisal concerning the 
adequacy of the biblical studies units of the Closely 
Graded Courses to effect this rationale. 
1. Lucile Desjardens, Counselor's Guide to the Use of 
Closely Graded Courses Lessons for Inte~iates;­
General editor, C. A. Bowen (Nashville: The Graded 
Press, 1949), pp. 25-27. 
CHAPTER III 
CONCEPTUAL THINKING WITH SPECIAL 
REFERENCE TO CHILDREN 
At the beginning of this chapter on conceptual think-
ing it is advisable to set forth the wider hypothesis con-
cerning the approach to thinking proposed by the authorities 
accepted in this study. 
1. Hypothesis Concerning Thinking 
Many words which are very common in our vocabularies 
are not easily defined. "Thinking" is one of these words. 
Thinking goes on as the theologian is theorizing, the banker 
is budgeting, and the child is crying for his toy car. In 
each case a sequential process is being worked through. 
Thinking is a process. H. C. Warren has given this defini-
tion of thinking: "A determined course of ideas, symbolic 
in character, initiated by a problem or task, and leading 
to a conclusion."l David Russell, in his book Children's 
1. H. C. Warren, "Thinking," Dictionary of Psychology, 
edited by H. C. Warren (Boston: Houghton, 1934), p. 277. 
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Thinking, accepts Warren's definition with "two slight 
qualifications" when applied to the thinking of children. 1 
First, the "determined" in Warren's definition needs to 
include not only personal but environmental factors giving 
direction to the process. Second, "initiated by a problem 
or task" may limit thinking to strictly conscious thought. 
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The understanding of children's thinking needs to be thought 
of as being initiated by environmental factors which are not 
directly a conscious problem for the child. Children's 
perceptions, feelings, phantasy, and associations need to 
be considered in understanding their thinking. 
Thinking should be distinguished from intelligence 
and learning. Intelligence is a more inclusive term than 
thinking. Intelligence refers to the capacity of thinking 
abilities rather than the process itself. Thinking is a 
process which is seeking a conclusion or solution, while 
learning is a process of gaining skills or becoming accom-
plished in the use of the skills to carry out the solution. 
1. David H. Russell, Children's Thinking (Boston: Ginn and 
Co., 1956), pp. 4-5. Grateful recognition is made at 
this time to the contribution of this volume to the 
development of this dissertation. 
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i. Earlier Approaches toward Thinking 
Philosophers have long been concerned about "the 
laws of thought." Most often their point of focus was on 
the outcomes of reasoning. Traditionally, philosophers have 
been concerned with the validity of thought and not inter-
ested in the process of how children or adults arrived at 
their points of argument. 
Faculty psychologists proposed a way in which the 
mind works. They suggested that the mind is made up of a 
number of separate abilities such as reasoning, judgment, 
imagination, abstraction, and memory. Each compartment of 
the mind was a separate faculty. The mind would improve by 
proper exercise of the individual faculties. This view is 
known as the theory of mental discipline. Modern psychol-
ogists no longer accept this compartmental theory of faculty 
psychology. However, one often reads the familiar wording 
of this theory describing the whole mind acting in a spe-
cific way. 
The classical association theory attempted to explain 
the thinking process on the basis of association. The 
methods of speculative philosophy were being replaced with 
the methods of objective science. Physiological psychology, 
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which studied overt behavior, asserted that mental behavior 
was a purely physical function. 
Thinking came to be looked upon as the process 
by which we establish new verbal stimulus-response 
connections or mental habits. An idea, therefore, 
was said to be a mental habit. It is acquired by 
trial and error, and once it is established it was 
said to be as specific, repetitive, and mechanical 
as any other habit and to function without failure 
until the conditions under which it was established 
change.l 
From this viewpoint, thinking is somewhat atomistic and 
mechanistic. 
Modern outgrowths of the classical association 
theory have focused on theories of learning. The behavior-
ist, stimulus-response, conditioning, and connectionist 
theories, along with the classical theory, have come in for 
sharp criticism. Many of the criticisms of association 
theories have been made with regard to their theories of 
learning or as a wider theory of thinking rather than of 
the descriptive aspects of associative thinking. The 
criticisms of a growing number of psychologists revolve 
about their conviction that the stimulus cannot be 
1. I. N. Thut, The Story of Education: Philosophical and 
Historical Foundations (New York: McGraw-Hill Book Co., 
Inc., 1957), p. 328. 
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arbitrarily defined. The motivation of the subject must be 
taken into account. Behavior of individuals cannot be 
described in strictly mechanical terms. The experimental 
psychologists of the gestalt school have concluded that a 
stimulus cannot be defined as a fixed entity. No stimulus 
object has fixed characteristics that make it appear the 
same to everyone at all times. The way a person sees mean-
ing in a situation is related to the way he organizes it 
and not just the external environment itself. Also, the 
organization or stimulus a person may have at the beginning 
of a situation does not necessarily continue to influence 
or direct his behavior throughout the latter part of the 
situation. 
These criticisms of the association stimulus-response 
theories have led to the development of what Hilgard labels 
as cognitive theories. 1 Tolman, classical gestalt psychol-
ogists, and Lewin would be included in this approach. The 
person and his environment may be thought of as a dynamic 
field. 
1. E. R. Hilgard, Theories of Learning (2d edition, New 
York: Appleton-Century-Crofts, Inc., 1956), p. 8. 
The two fields interact and form a larger field 
within which all the forces are resolved dynami-
cally and not mechanically. Dynamics imply poten-
tiality for a change of direction, for taking into 
account and even for bringing about new conditions 
which will have their effect in producing not 
completely predictable results.l 
This emphasis on the person and the environment contrib-
utes to a more dynamic approach to thinking. The impor-
tance of direction or process in thinking can be seen 
more clearly. Thinking occurs in dynamic situations. The 
ingredients of the natural environment, the individual's 
structure of approach and abilities, and the kind of 
situation being faced, all need to be taken into account. 
ii. Dynamic Nature of Thinking 
The hypothesis which is set forth by David Russell 
in his book2 is accepted and used in the present study . 
At this time, Russell believes that a systematic, unified 
statement of our understanding of the thinking of children 
cannot be established. However, Russell asserts a dynamic 
concept of thinking as he proposes some hypotheses. 
Four main factors in the thinking process are set 
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forth and are to be studied as a whole. These factors are: 
1. Thut, p. 342. 
2. Children's Thinking, p. 227. 
1. ~materials of thinking: sensations, per-
ceptions, memories, images, concepts, etc.; 
2. MOtives !2E thinking: the feelings, needs, 
attitudes, and habits of thought acquired 
earlier which help initiate and determine the 
direction of thinkingJ 
3. Processes in thinking: patterns of activity, 
such as selecting, eliminating, searching, 
manipulating, and organizing, which vary from 
relatively undirected thinking through induc-
tive to problem solving, critical thinking, 
and discovery; 
4. Abilities in thinking: the habits, techniques, 
and guides to thinking which can be acquired 
and developed, at least to some extent, by 
children and by others who desire to improve 
their thinkingtl 
It is possible to separate and approach the study of a 
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single factor or parts of a factor, but "there are no rigid 
distinctions between them. Materials merge into processes, 
which in turn are affected by motives . " 2 The organization 
and integration of the factors are characteristic of the 
thinking act. 
Russell continues with a second hypothesis. Differ-
ent influences do affect thought, and thinking will vary 
under different circumstances; however, it is a variance of 
1. Russell, Children's Thinking, p. 8. 
2. Ibid . 
degree rather than kind. Russell believes: 
Thinking is a process rather than a fixed state. 
It involves a sequence of ideas moving from some 
beginning, through some pattern of relationships, 
to some goal or conclusion.l 
Graphically, Russell presents his analogical approach to 
thinking in the following diagram: 
1. Perceptual 
Thinking 
2. Associative 
Thinking 
Images 3. Inductive I 
Thinking and l 
roducts Concept 
Formation or 
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onclusions 
Memories . Problem Solving 
. Critical Abilities 
Thinking in 
Thinking 
Concepts 6. Creative Techniques, Thinking Habits, 
Devices 
Materials Processes Which can 
of in be 
Thinking Thinking Learned 
Fig. 1. --Dynamic Schema for Thinking2 
1. Children's Thinking, p. 27. 
2. Ibid., p. 10. Used by permission. 
For further development of the whole process of thinking, 
reference to Children's Thinking will be helpful. The 
separation and focus of this study on concepts must 
proceed. 
2. Nature of Concepts 
i. Two Phases of Conceptual Thought 
Many writers have pointed out the need to differ-
entiate between two phases of conceptual thinking. 
Vinacke states, "We must distinguish between the processes 
of forming concepts and the characteristics of concepts 
themselves."1 An early source indicates, "'Conception' is 
generally used as an act or operation of grasping the gen-
eral or universal, while 'concept' is used for the product 
of the operation."2 Russell emphasizes this by separating 
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the "how" from the "what," the "product" and the "process." 
He writes: 
The method of developing concepts is related to, 
but can be regarded as distinct from, knowledge 
1. W. Edgar Vinacke, The Psychology of Thinking (New York: 
McGraw-Hill Book Co., Inc., 1952), p. 98. 
2. Paul Monroe (ed.), "Conception," A Cyclopedia of 
Education, II (1911), 171. 
of concepts. One involves the process, the other 
the product.l 
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Brownell and Hendrickson call attention to "the distinction 
between the process of learning and the products of 
1 earning . " 2 
This investigation is concerned largely with the 
products or knowledge phase of conceptual thinking. How-
ever, the purpose of the present chapter is to indicate 
briefly some historical backgrounds, the nature of concepts, 
and the processes of conceptual thinking. 
ii. Philosophical and Psychological Backgrounds 
History records man's wonderings and theorizing 
about the nature of concepts.3 Aveling4 has treated some 
of the speculations about "universals" and "particulars." 
1. Russell, Children's Thinking, p. 227. 
2. William Brownell and Gordon Hendrickson, "How Children 
Learn Information, Concepts, and Generalizations," 
Learning and Instruction, Forty-Ninth Yearbook, National 
Society for the Study of Education, Part I (Chicago: 
The University of Chicago Press, 1950), p. 104. 
3. See above, pp. 50-53. The distinction between ideas, 
concepts, and thinking is not easily distinguishable in 
the literature dealing with the history of thinking. 
4. Frederick Aveling, On the Consciousness of the Universal 
and the Individual (London: Macmillan co-=-: 1912). 
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Plato believed the idea (or concept) was eternally and 
unchangingly existing. The idea is real. For Plato the 
world which man sees with his eyes is a particular and is 
faulty, a shadow of the ideal world. Aristotle differed 
from Plato and was more interested in the sensory impres-
sions. Sensory data were the source of cognition, but 
thought concerning the natural object was incomplete 
because the object cannot be known directly by the mind. 
For Aristotle, the concrete reality existed in the concept 
or abstraction. Thomas Aquinas believed the particular, 
the individual, existed in nature, but the concept or uni-
versal is formed by the mind alone. Differentiating the 
intellect from sensory impression the mind can achieve only 
indirect knowledge. The philosophical controversy over the 
nature of concepts has been summed up as the controversy 
over the nature of universals: 
. . . whether a universal is something that resides 
in objects and may be known directly or whether it 
is in a Platonic realm of universals that only can 
be "prehended" in corrupted form or whether it is 
something that is imposed on regularities in nature 
by a conceptualizing mind.l 
1. Jerome S. Bruner, J. Goodnow, and G. Austin, A Study 
of Thinking (New York: John Wiley and Sons, Inc., 1956), 
p. 244. 
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Just as the philosophers have differed in their 
thought concerning the nature of concepts, psychologists 
have evolved differing schools of thought. The faculty and 
association and gestalt schools maintain differing posi-
tions. The study of concepts from the point of view of 
psychology is rather young. The first studies date back to 
the works of G. Stanley Hall. 1 C. A. Hull2 is credited 
with the first laboratory work on the subject. 3 
iii . Characteristics of Concepts 
"One of the most difficult aspects of the psychology 
of thinking is that which concerns concepts."4 The con-
ceptual phase of thinking is related to many other psycho-
logical phases of thought. Russell points this up in this 
statement: "Concepts are not separate types of experience, 
though they are treated separately to permit a detailed 
1. G. S. Hall, "The Contents of Children's Minds on Enter-
ing School," Pedagog. Sem., I (1932), 110-130; and 
G. S. Hall and C. E. Browne, "Children's Ideas of Fire, 
Heat, Frost, and Cold," Pedagog. Sem., X (1903), 27-85 . 
2. C. A. Hull, "Quantitative Aspects of the Evolution of 
Concepts," Psychol. Monogr. , XXVIII (1920), 1-86. 
3. Russell, Children's Thinking, p. 120. 
4. Vinacke, Psychology of Thinking, p. 97. 
examination of present knowledge."1 Russell defines con-
cept by stating that "a concept is a generalization about 
related data."2 He continues and indicates their complex 
nature as he says, "The concept ••• is usually organized 
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as a result of a group of related sensations, percepts, and 
images with a label attached to them. 113 
The relational character of concept is brought into 
focus by Smoke: 
But the sine qua B2U of concept learning is always 
response to relationships present in each number 
of a group of stimulus patterns, the stimulus 
patterns in question being classified ~ a group 
by virtue of the fact that they have certain 
characteristics in common.4 
The relations and grouping function that the concept plays 
in a person's thought has been pointed out by Piaget, one 
of the most noted researchers on children's concepts. 
Following a description of children's thought about a 
situation, he writes: 
1. Russell, Children's Thinking, p. 69. 
2. Ibid., p. 68. 
3. Ibid. , p. 69. 
4. Kenneth L. Smoke, "The Experimental Approach to Concept 
Learning," Psychology Review, XLII (1935), 277. 
Thus at this stage relativity is only par-
tially attained, it remains global in character 
and is not analyzed in detail. It covers only 
the relations between the entire group of objects 
and the subject and does not deal with relations 
between each of the single objects and the sub-
ject. Since the relationships are not "grouped" 
we have here only a "pre-concept," for a per-
ceptual or mental relationship can only be 
regarded as a concept from the point when it can 
be coordinated with others in an overall grouping 
or group which combines the invariance of certain 
relations ... with the variability of others.l 
Smoke refers to this grouping of relations by indicating 
two categories, class concepts and abstract concepts: 
Concept formation is the process whereby an 
organism develops a symbolic response--usually, 
but not necessarily linguistic--which is made to 
the members of a class of stimulus patterns, or 
to an aspect of such a class, but not to other 
stimuli. When such a generalized symbolic 
response represents the members of a class of 
stimulus patterns the organism has found a class 
concept (for example, "chair"). When such a 
response represents an aspect of a class of stim-
ulus patterns the organism has formed an abstract 
concept (for example, "justice").2 
1. Jean Piaget and Barbel Inhelder, The Child's Conception 
of Space, Trans. by F. J. Langdon and J. L. Lunzer 
(New York: The Humanities Press, Inc . , 1956), pp. 226-
227. 
2. Kenneth L. Smoke, "Concept Formation," Encyclopedia of 
Psychology, edited by P. L. Harriman (New York: 
Philosophical Library, 1946), p. 97. 
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Brownell and Hendrickson1 are careful to stress that 
concept must not be thought of as a "word." They refer to 
the use of abstraction (discrimination) to define concept. 
Two illustrations are given. The first is with reference 
to a sensory object. 
The concept "river" is appropriately applied to 
a given object, but is not properly restricted 
to that one object. Rather 11river11 applies to 
a class or group of objects which have certain 
qualities in common. Hence, the child who uses 
"river" only in connection with a single partic-
ular object has no concept of "river"; or at 
least his concept is too incomplete to be of much 
value.2 
The second illustration relates to an intangible not 
immediately and directly available to sense. "Charity" 
in the behavior of people cannot be observed as such. 
It is a deduction, an inference, from many 
instances of behavior which are analyzed and 
compared with respect to a special kind of 
purpose or of consequence. The average child 
can learn to recognize the word "charity" in 
reading and conversation at the age of seven 
or eight; but he will not have a concept of 
"charity" for another four or five years. It 
takes time--more than that it takes time filled 
with appropriate experiences--to acquire the 
concept "charity."3 
1. Learning and Instruction, pp. 106-107. 
2. Ibid., p. 106. 
3. Ibid. 
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The authors also refer to the dynamic nature of 
concepts by asserting that concepts have dimensions. The 
dimensions of conceptual development are "from concrete to 
abstract, from vague to clear, from inexact to definite." 
As a concept develops in one of these dimensions it "stays" 
within its particular group of ideas and undergoes growth. 
Returning to their illustration of "river" Brownell and 
Hendrickson state: 
The concept, "river," for example, belongs to a 
system of ideas, "Bodies of moving water," and it 
gets its first or core meaning from this class 
idea. But with experience, changes occur through 
differentiation among members of the class. Dis-
tinctions unnoted at first become important. 
"River" is seen to have characteristics which are 
peculiar to it and which separate it from other 
"bodies of moving water," such as "geyser," 
"canal." The process of learning is ... one of 
differentiation [abstraction]. "River" remains 
within its general class (it is still a body of 
moving water); but the concept gains in clarity, 
specificity, and abstractness, and its meaning is 
increased in these senses.l 
Other dimensions of concepts may undergo development also. 
Changes occur in their "implications, relationships, 
ramifications, transferability, and figurativeness."2 
1. Learning and Instruction, p. 106. 
2. Ibid., p. 107. 
Curti, referring specifically to children, also 
indicates this dynamic nature of concepts when she says, 
"A concept is not a static thing but a constantly growing 
set of attitudes and ideas, greatly influenced by the 
conditions of a child's life."1 
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Bruner, Goodnow, and Austin, in a publication of the 
Harvard Cognition Project, indicate their awareness of the 
philosophical and psychological controversies over the 
nature of concepts. They state that 
We submit such a controversy is relatively fruit-
less. We have found it more meaningful to regard 
a concept as a network of sign-significant infer-
ences by which one goes beyond a set of observed 
critical properties exhibited by an object or 
event to the class identity of the object or event 
in question, and thence to additional inferences 
about other unobserved properties of the object or 
event. We see an object that is red, shiny, and 
roundish and infer it is an apple; we are then 
able to infer further that "if it is an apple, it 
is also edible, juicy, will not rot if left unre-
frigerated, etc." The working definition of a 
concept is the network of inferences that are or 
may be set into play by an act of categorization.2 
Vinacke rejects many current definitions of concept 
as unsatisfactory. He summarizes in five points what he 
1. Margaret W. Curti, "Child Development--X. Concepts," 
Encyclopedia of Educational Research, edited by P. L. 
Harrtman (New York: Philosophical Library, 1946), p. 97. 
2. A Study of Thinking, p. 244. 
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feels current definitions include and suggests these as 
the essential characteristics of concept. First, con-
cepts are not the result of "direct sensory data" but 
"from the elaboration, etc., thereof." Second, "concepts 
depend upon the previous experience of the organism." 
Third, "concepts are responses which tie together, or 
link, or combine discrete sensory experiences." Fourth, 
inference may be made "that such ties or links are symbolic 
in nature; that is, the same response stands for a variety 
of data." This symbolic function in persons is usually 
carried on by words. The word will function to relate 
different experiences with the same object or different 
objects or emotions resulting from experiences. Fifth, 
"concepts represent selective factors" made by internalized 
"processes of the organism."l 
Vinacke's five characteristics of concept summarize 
much of the current literature and place a stress upon the 
broader and more dynamic view of concept. He recognizes 
that concepts play a selective function in the mental 
organization of a person by helping to tie together one's 
1. W. Edgar Vinacke, "The Investigation of Concept Forma-
tion," Psychological Bulletin, XLVIII (1951), 2-3. 
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sensory tmpressions and assisting in the identification and 
classification of objects. However, the symbolic function 
is not neglected. Vinacke states that 
• • • they (concepts) are linked with symbolic 
responses which may be activated without the phys-
ical presence of external objects. That is, con-
cepts can be given names--can be detached from 
specific instances, by means of a word--and used 
to manipulate experience over and beyond the more 
simple recognition function. The symbolic response, 
however, stands for whatever it has been linked with 
in the previous experience of the organism and 
depends upon how that past experience is organized, 
thus, a symbolic response does not have a fixed 
permanent meaning but represents a momentary focus-
ing of experience upon a particular stimulus situ-
ation, combining intensional as well as extensional 
data, inconsistent as well as consistent relation-
ships, and placing the stimulus in a context of 
greater or lesser inclusiveness.l 
3. Concept Formation in Children 
Conceptual thinking is not an isolated ability trait 
of the mind. Concepts are but one of the materials2 used 
in the thought process. Concepts, as material of thought, 
are different from other materials "not in kind but in the 
degree to which symbolization, generalization, and 
1. Psychol. Bull., XLVIII (1951), 5-6. 
2. See above number 1 under factors in thinking, p. 54. 
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discrimination enter the picture."1 
A concept is built as a person engages in abstraction 
and generalization. Abstraction and generalization are used 
to describe the process which describes the concept char-
acteristics referred to above. Abstraction and generaliza-
tion are complementary processes. "Abstraction" in its 
original form meant "taking from." Abstraction occurs when 
some particular feature of a situation is selected to the 
exclusion of others. Generalization takes place when the 
abstraction in a particular situation develops out of 
common features. Vinacke2 distinguishes between the adult's 
and the child's use of abstraction and generalization. He 
stresses that the adult person probably is not building a 
"new" concept but learning to use a concept he presently 
holds in a different way. The small child is probably 
learning a new concept. For the adult, who probably is 
engaged in problem solving, the process of abstraction and 
generalization is a more consciously controlled and directed 
one than for the child. The sequence of perception-
1. Russell, Children's Thinking, p. 117. 
2. Psychology of Thinking, pp. 104-105. 
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abstraction-generalization may be used by the adult in a 
logical manner, but the child will employ the sequence more 
often and in a less logical manner. 
Child psychologists and research workers have the-
orized as to the developmental stages of concepts in the 
growth of the child. Below are brief descriptions of some 
of the more prominent writings. 
Curti1 distinguishes four stages of the gradual 
growth of an idea. First is the pre-symbolic stage. This 
is followed by a pre-verbal symbolic behavior. Thirdly 
appears the implicit general ideas which precede the 
explicit generalization by the child. 
Stone and Church approach concept formation in the 
pre-school child as very closely related to percepts but 
that "a concept is a percept that has been given meaningful 
label. u2 Thus, concepts evolve with language. At first 
concepts are so indefinite they are "globs." Following 
the loose globby notion, the "glob meaning" becomes a 
"concrete concept." Two kinds of differentiation have taken 
1. "Child Development--Concepts," Ency. M· Research, 
p. 161. 
2. L. Joseph Stone and Joseph Church, Childhood and 
Adolescence (New York: Random House, 1957), p. 176. 
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place. Things which have different names have been differ-
entiated because the underlying perceptual distinctions 
have been perceived. However, the attributes assigned the 
objects have more "emotional meanings and behavioral possi-
bilities" than the more formalized properties as size, 
shape, or color. The child's definitions, such as "a 
sweater is to button," indicates these particular kinds of 
attributes. Concrete concepts merge into "true concepts" 
when the child is able to "think and talk about their 
attributes." This will be possible in the later pre-school 
years. At first the child can deal with differences between 
concepts but is not able to handle the similarities or 
common attributes between concepts. Not until school years 
can he handle differences and similarities concurrently. 
Only after this is possible will the ordering into catego-
ries appear. "Doggie" will differ from "cat" long before 
both become animals. 
Other approaches were taken in the studies made by 
Heidbreder and Welch, and by Welch in collaboration with 
Long. Heidbreder stresses the complex nature of concepts, 
but through her testing reports that concrete objects are 
conceptualized more easily than spatial objects, and that 
numbers are more difficult concepts than the concrete or 
spatial ones. 1 The determination of the readiness with 
which a concept is formed is related to the relationships 
"between its referent and the perceptual situations in 
which it is presented,"2 not by the result of the degree 
of ease or difficulty of memorization. 
In one series of studies Welch and Long have 
approached concepts on the basis of hierarchies in rela-
tionship. A child learns concepts applying to one class 
and may also learn that this class may extend and include 
other classes. For example, the child learns the class 
animal may include dog, dogs may be wild or domesticated; 
domesticated dogs may be beagles, terriers, or cockers; 
that beagles may be male or bitches; that males may be 
puppies or adults; and so on. Welch states five stages in 
this hierarchial abstraction: 
1. The preabstract stage: The child can discrim-
inate and generalize but not at the linguistic 
level. 
1. Edna Heidbreder, "Toward a Dynamic Psychology of Cogni-
tion," Psychology Review, LII (1945), 15. 
2. Heidbreder, "Language and Concepts," Psychology 
Bulletin, XXXIII (1936), 724, (abstract). 
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2. The first discriminations using language occur 
as early as language appears, at about eighteen 
months. 
3. The first grasp of simplest genus-species 
relationship with some verbalization appears 
about the twenty-sixth month. Examples of 
relationships understood are that men and 
women are people, that apples and potatoes 
are foods. 
4. The second stage in the grasp of hierarchies 
occurs at about four and a half years. The 
child understands food-vegetable-potatoe and 
food-fruit-apple relationships; or people-
man-soldier, and people-woman-nurse hier-
archies. 
5. In the final stage of grasping higher-order 
hierarchies the child can handle from four 
or five up to eight or nine steps.l 
Welch and Long have made important contributions to the 
understandings of the hierarchical relationships in con-
cept formation stressing that formation begins early and 
memory association and types of relationship have an 
important part in the formation. 
Studies by Gesell at Yale, and by Piaget at Geneva, 
have focused more upon the products of the child's concept 
formation and will be dealt with in the later parts of the 
study. However, it is well to point out at this time the 
1. Livingstone Welch, "A Preliminary Investigation of Some 
Aspects of the Hierarchical Development of Concepts," 
Journal of General Psychology, XXII (1940), 372-73. 
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experimental studies add to the theories that there is a 
definite successive order in the development of the child's 
concepts. 
Russell summarizes the indications these studies 
make about formation of concepts with the following state-
ment: 
They seem to move along a continuum from simple 
to complex, from concrete to abstract, from 
undifferentiated to differentiated, from dis-
crete to organized, and from egocentric to more 
social.! 
4. Thought Materials and Concept Formation 
The chapter has shown the interrelationship of con-
cepts with other materials of thought. A brief indication 
of the nature of these materials and their relationship to 
concepts will assist in understanding conceptual thinking. 
i. Percepts 
Percepts are primary materials in the thought 
process which often initiate or direct thought. Allport 
defines a percept as a 
• phenomeno-logical experience of an object, 
that is to say, the way some object or situation 
1. Children's Thinking, p. 249. 
appears to the subject as dependent upon his own 
organism, as observer-involved, non-denotive, 
and 11private."l 
Russell states that "a percept may be defined as what is 
known of an object, a quality, or a relationship as a 
result of a sensory experience."2 Thus, a percept is 
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related more directly to one's present experience than past 
or future experience. At a later time a percept may re-
appear in the form of an image or a memory. 
A percept develops out of environmental stimulus of 
the sensations. It is not held in isolation. It probably 
is reinforced by related perceptions, images, and memories. 
Russell suggests three stages of development with an empha-
sis on the complex processes organizing themselves in the 
cerebral cortex into an "experience variable." The three 
developmental stages are: 
1. An indefinite, vague response to the whole 
situation; 
2. Analysis of the whole with some elaboration 
of separate sensory elements; 
3. Synthesis of the sensory elements into a 
new pattern, or "percept."3 
1. Floyd Allport, Theories of Perception and the Concept 
of Structure (New York: John Wiley and Sons, Inc., 
1955), p. 23. 
2. Russell, Children's Thinking, p. 66. 
3. Ibid. 
For example, a student in a classroom may pick out a 
particular object such as a pencil sharpener, and he will 
have this one item stand out from the rest of the objects 
of which he is only vaguely aware. 
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A sensation differs in degree, not kind, from a 
percept. With a sensation there is awareness with little 
interpretation. Sensations are seldom handled in isolation 
for they tend to become formed into a percept or percepts 
and then move into concept structure. 
Percepts are formed by perceiving. The process of 
perceiving is perception. Perception is basic to a person's 
thought formation. It is through perception that most of 
the material of thinking becomes available. The organism 
receives sensations from external and internal stimuli and 
goes to work to interpret the stimuli. The organization 
and interpretation of the sensations are perception. Many 
of the child's early learnings are perceptual, and are 
foundations for future thinking. 
The organization tendency of a perception leads 
toward perceptual learning growing into concept formation. 
A child receives a number of related percepts and then 
attaches a name to these. Coming into the kitchen from 
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play the child perceives small, round, flat objects; smells 
the odor of baked sweets, and mother saying "cookie," and 
his perceptions form a concept of cookie. The concepts 
which are built from these early percepts are taken with 
the child through his life. They may be modified but are 
fundamental materials in the child's development of his 
thought processes and affect his attitudes, beliefs, and 
values. 
Allport examines thirteen major theories of percep-
tion and then submits a new theory built upon the contribu-
tions of the other theories. As these different theories 
explain perception in different ways so is the learning of 
perception explained differently by the two major rival 
theories in the field of educational psychology. Hilgard1 
points out the long controversy between those who believe 
that perception is practically unlearned and those who 
believe nearly all perception is learned. The "association" 
or "conditioned" learning emphasizes the gradual development 
of a reaction to a certain stimulus object. At first the 
reaction might be "incorrect" but with experience and 
1. Theories~ Learning, p. 466 . 
satisfaction the "correct" response will be learned. 
Allport points out that 
• • • instead of saying that learning involves 
perception, or is perception, it would thus be 
said that perception is (or is based upon) learn-
ing--and upon learning as interpreted by the 
associationistic theory. The learning theorists 
of this school would not help develop "perceptual" 
theories; they would take over the phenomena of 
perception and treat them from a different 
standpoint.l 
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In contrast to this approach, the "field" theory emphasizes 
the first response to the whole followed by separate rec-
ognition of the parts making the whole and concludes with 
an integration of the total pattern perceived . Allport, in 
commenting on this approach, states: 
From the standpoint of field or cognitive learn-
ing theories it may be said that perception is a 
necessary aspect of learning itself. Indeed it 
might almost be said that learning is perception.2 
Russell points out that these two positions need not 
be thought of as mutually exclusive. 
If the process of conditioning is conceived as 
including only isolated stimulus-response sit-
uations, it has little relationship to the 
Gestalt theory of perception. If, however, it 
goes beyond mere association to include ideas 
1. Theories of Perception ••• , p. 448. 
2. Ibid., p. 445. 
of generalization and differentiation, it does 
not differ widely from the analytical and inte-
grative processes associated with the Gestalt 
theory.l 
Recent theories of perception have been placing an 
emphasis on the personality characteristics of the person. 
These have not been worked out into a systematic theory. 
Blake and Ramsey have edited a symposium entitled Percep-
tion: 2 An Approach to Personality which emphasizes the 
large role perception plays in personality. The realiza-
tion that perception is influenced by the emotional needs 
of the person helps in the understanding of the private 
nature of perceptions. 
Percepts shade over into concepts. As was pointed 
out earlier, Vinacke3 suggests that children use the per-
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ception-abstraction-generalization sequence more frequently 
than adults. 
1. Children's Thinking, p . 76. 
2. R. R. Blake and G. V. Ramsey, Perceptions: An Approach 
to Personality (New York: Ronald Press, 1951~ 
3. Psychology of Thinking, pp. 104-105. 
ii. Memories 
By definition, memory refers to "experience based 
upon previous experience of the organism."1 The realiza-
tion of the inability to draw hard and fast lines between 
the materials of thinking is seen again when it is recog-
nized that a memory may involve percepts, images, and 
concepts. Memory is often referred to as rote memory, 
where exact reproduction involving little thought is used; 
or logical memory, where relation meanings are stressed in 
contrast to exactness. 
Educational psychologists have done considerable 
investigation of memory in connection with experiments 
related to learning. Russell gives a general summary of 
the findings of many studies in seven points. First, the 
shorter the time interval between the child's learning and 
attempted recall, the greater the recall. Second, the 
more completely the original is learned, the easier recall 
or relearning will be. Third, the lapse of time between 
learning and recall is not as decisive as the relatedness 
of the intervening activity. Fourth, "the more meaningful 
1. Russell, Children's Thinking, p. 103. 
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and organized the materials learned, the better the recall." 
Fifth, temporarily, at least, the incomplete solution is 
held in memory better than the completed task. Sixth, 
efficiency of recall is related also to the emotional 
connotations of the material learned: neutral material is 
retained least; disliked, less; and liked, most. Seventh, 
emotional factors also organize emerging memories and 
change and replace them with others "through the influence 
of autisms in thinking."1 
The development of memory during childhood and 
through adolescence seems to be a gradual growth process 
as in other mental functions. Russell indicates that 
... [the] child's powers in recalling past 
experiences are thus related to his age and gen-
eral ability, with a possible slight advantage 
for girls over boys, but his actual memories are, 
of course, determined by his needs and other per-
sonal factors.2 
The first memory by the child is of the simple recognition 
or recall type. Retention ability increases with maturity 
and experiences that bring meaningfulness to the events. 
With maturity comes selective memorization. Events are 
1. Russell, Children's Thinking, p. 104. 
2 . Ibid., pp. 110-11. 
recalled on the basis of their relation to a present sit-
uation. Russell states that 
. it is not an oversimplification to say that 
what we remember is what we need and want to 
remember. In addition to forgetting what we want 
to forget, it should be noted that individuals 
remember little if anything of their first three 
years of life. Young children remember from day 
to day or week to week, but do not retain their 
memories into later years .... The known facts 
of early childhood suggest the difficulty of any 
sort of accurate retention.l 
Some testing has also been carried out concerning 
the memory span of children. Memory span is a limiting 
factor in the child's thinking processes. Russell indi-
cates that the memory span "seems to increase with age, 
to be related to general intelligence, and to be affected 
by the meaningfulness of the materials memorized."2 
Memory span would seem to relate to concept capacity when 
the memory span of five digits for five-year-old children3 
corresponds very closely to the pre-schooler's number 
concept ability. 
1. Children's Thinking, p. 113. 
2. Ibid. 
3. Elizabeth Hurlock and E. D. Newmark, "The Memory Span 
of Preschool Children," Journal of Genetic Psychology, 
XXXIX (1931), 157. 
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iii. Images 
Another material of thinking which may play a part 
in conceptual thinking is the image. Vinacke contrasts the 
characteristics of an image, "or the recurrence of previous 
perceptual response without the original overt stimulus,"1 
with a perceptual response to present stimulus. Images are 
usually less detailed, more unsteady and fleeting than 
percepts. New factual information is not supplied although 
the relation of facts may be rearranged by images. Often 
images are recalled by shutting off the sensory environment 
and seeking the past experience. It is not necessary that 
the image correspond to the original fact, so that it is 
often distorted. These differences indicate the image is 
more subservient to the internal emotions of the person 
than the more direct experience of perception. 
Russell defines image and applies it to the child's 
use of image. 
An image is a centrally aroused experience which 
reproduces in part some previous perceptual experi-
ence in the absence of the original sensations. A 
child's image, accordingly, is a product of his own 
thinking or memory, rather than a direct sensory 
stimulation . As such it is often incomplete or 
1. Psychology of Thinking, p. 196. 
even distorted in comparison to the original 
perception, but it is similar to a sensory 
experience.l 
Russell also suggests that images are less common and less 
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useful in children's thinking than are percepts or memories. 
Two general kinds of images are prevalent with chil-
dren. The first is the afterimage and memory image . 
Vinacke2 suggests that the afterimage is really not a true 
image but an aftersensation and should be termed a "per-
ceptual phenomena." The memory image is a recall of an 
experience in near-accurate form . The second general kind 
of image is the eidetic image. Vinacke says that "an 
eidetic image is a primary recall of a prior perception . " 3 
Russell adds that "eidetic images differ from ordinary 
memories in their richness of detail and in the way they 
are recalled."4 
The role of imagery in concept formation is suggested 
by Russell in these comments concerning the relation of 
1. Russell, Children's Thinking, p. 68. 
2 . Psychology of Thinking, p. 48. 
3. Ibid . , p. 48n. 
4. Children ' s Thinking, p. 105. 
imagery in school learning: 
The evidence seems to indicate that individuals 
differ greatly in both the quantity and the qual-
ity of their ~agery, but that children and 
adults with vivid imagery have little or no 
advantage in their thinking, particularly in the 
types of thinking here called concept formation, 
problem solving, and critical thinking.l 
iv. Imaginative Thinking 
Imaginative thinking is not so much a separate 
entity as it is a coordinated process with other phases 
of thought. Vinacke states: 
Imaginative thinking refers to mental processes 
in which the free activities of ~agination are 
evoked pr~arily by external stimuli; typical 
situations of this kind are ~ and projective 
tests.2 
He indicates that there are five functions which are aided 
by ~agination: First, enjoyment and play; second, inter-
pretation and appreciation; third1 guidance of action; 
fourth, constructive or creative thought; and fifth, 
anxiety. 3 When imagination contributes to these areas of 
daily life it is a normal function. However, as soon as 
1. Russell, Children's Thinking, p. 108. 
2. Psychology of Thinking, p. 218. 
3. Ibid., pp. 198-99. 
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any one or a combination of these functions becomes exag-
gerated it tends toward the pathological. 
There are certain general factors which influence 
the imaginative activity of children. These are intel-
ligence, sex, group organization, socio-economic status, 
and environmental conditions. 1 
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Children's imaginations have been studied and 
observed particularly at the point of its relationship to 
play. Imaginary companions are frequently held by children 
and aid in adjusting to the environment. 2 
Images are recalled to mind through memory. Closely 
related to the images, imagination often takes over where 
the image leaves off. The concepts of children are often 
built from the interrelationship of memory-image-
imagination. When his own data leave off he will complete 
his story with concepts drawn from his imagination. Thus, 
imaginative thinking contributes to conceptualization. 
This is particularly true when the child deals with other 
times and places and must recall that which he has not 
experienced. 
1. Vinacke, Psychology of Thinking, p. 200. 
2. Ibid. , p. 204. 
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5. Importance of Concepts 
Increasing attention is being paid to the importance 
of concepts in the thinking of children and adults. Con-
ceptual thought is what gives meaning to a person ' s experi-
ence. The child's concepts are one of the best indications 
of probable success in school. Meaning is fundamental to 
learning. As an adult, one's concepts greatly determine 
what one knows, believes, and, thus, does. Russell has 
likened conceptual thought to "the premises, the founda-
tions, and the structural steel of thinking."1 
The prevalence of concepts need not be over labored. 
"The world is so full of a number of things." The esti-
mated number of discriminable colors is more than seven 
million. 2 In a period of a week or two we are exposed to 
most of these. Yet, in normal living, most people get along 
with a dozen or so common color names. The complexity of 
living in a modern culture creates even more of a demand 
upon man's conceptual activity. Man must economize and 
find ways of cognitive recognition and relationships so 
1. Children's Thinking, p. 122. 
2. Bruner, Goodnow, and Austin, A Study of Thinking, p. 1. 
that he is not overcome with bewilderment. 
Heidbreder has called attention to the fact that 
conceptual thinking distinguishes man from other types of 
cognitive responding organisms. 1 Man alone manipulates 
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ideas. This idea is related to the emphasis being made on 
man's use of language being his distinctive character-
istic.2 Symbolization is an important area of concept 
formation not explored in this study. 3 
The importance of concepts may be seen in situations 
where persons hold wrong concepts. Wrong concepts cause 
trouble. The young child who has a wrong concept of church 
school may be affected all his early life with his thought 
concerning the church. The older child and youth who have 
developed wrong concepts of self and others may find it 
difficult to live the Great Commandments in interpersonal 
relations throughout a lifetime. 
1. Edna Heidbreder, "The Attaimnent of Concepts--a Psycho-
logical Interpretation," Transactions of the New York 
Academy of Science, VII (1945), 172. - - - --
2. Ernst Cassirer brings this out in his discussion of man 
as the animal symbolicum; see his chapter on "A Clue to 
the Nature of Man: the Symbol," (An Essay ~ Man [New 
York: Doubleday and Co . , 1944]). 
3. Since symbols are such an integral part of religious 
faith, this is an area which should receive more atten-
tion from religious educators. 
Parents and educators need to become more sensitive 
to the efforts of children and youth to build their struc-
tural concepts. Overemphasis on the importance of concep-
tual thought seems difficult. 
6. Acquisition of Concepts 
From the foregoing presentation one might assume 
that the acquiring of accurate concepts is neither an 
instantaneous nor simple matter. The acquisition of con-
cepts is an ideational learning task. Brownell and 
Hendrickson suggest it is helpful to think of them "as 
occupying points on a continuum of meaningfulness." 
(Zero) 0 • 
------· •• N (Maximum) 
At the left end of the scale, near 0 point, are 
ideational learning tasks with a minimum of 
meaningfulness. Here belong the fact that "2" 
stands for the word .,two," that 11d11 follows "c" 
and precedes ne" in the alphabet ••• 1 
The learning must be arbitrary with little assistance from 
meanings at the time the learning is acquired. 
At the other end of the continuum near N (Maximum 
of learning) are ideational learning tasks of complex 
1. Learning and Instruction, pp. 94-95. 
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meanings; i.e., "justice," "law," "freedom," and a principle 
such as the Golden Rule. "Justice" is an abstraction from 
a great number of situations that is generalized and placed 
into a situation by a person. 
Between the rather arbitrary left of the scale and 
the meaningful right lie all our ideational learning tasks. 
An idea, except in a relatively few examples at the far 
left of the scale, should not be assigned a predetermined 
point of meaningfulness on the scale. However, if an idea 
is considered important by those responsible for education, 
the idea should eventually come to a place near N on the 
scale. 
Mention is made that there are several factors which 
aid in determining the place on the scale of meaningfulness 
that an ideational learning task will have. Stressed is 
the fact that the degree of meaningfulness is dependent 
upon the learner. 
Society may regard a given task as an essential 
item in education, formal or informal, and insist 
that it be learned with a maximum of meaning. So 
far as society is concerned, then, the item is 
near N. But society's will in the matter does 
not put the learning task there. An even more 
decisive factor is the learner himself. There is 
no way in the world to give meanings to the learner. 
Meaning comes only through individual experience, 
and experience is not wholly subject to external 
control. It follows that regardless where the 
teacher, parent, or friend places an item on the 
continuum of meaningfulness, the learner may 
place it higher or lower. In a word, the meaning-
fulness of an ideational learning task at any time 
is relative to the person who is fitting that item 
into his pattern of thought and action.l 
Later these authors restress this point. "It cannot be 
said too often that no one can give the learner his con-
cepts. If he is to have them at all, he must construct 
them out of his own experiences."2 Referring to the 
conceptual errors of children (that adults so often enjoy) 
they state, "Attempts to hurry the process unduly through 
instruction are regularly unrewarding."3 
Learning of concepts is regarded as progression in 
the reorganization of experience.4 Differentiation and 
integration is a life-long process which contributes to 
1. Ibid. , p. 96. 
2. Ibid., p. 112. 
3. Ibid. 
4. Ibid., p. 109. Extensive reference is made to this 
article by Brownell and Hendrickson. It is referred 
to in most educational literature dealing with this 
topic as the definitive work. 
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the acquisition of concepts. The progression in reorganiza-
tion is suggested by this diagram or schema. 
. . . . . . . . . . . . . . . . . . . . . . . . 
Fig. 2.--Learning of Concepts: Progression 
in Reorganizationl 
The responses made at the beginning of a con-
cept (a), are crude, clumsy, uneconomical, inexpert, 
inexact, undifferentiated, and lack meaning. The 
responses made in the end, at (f), are refined, neat, 
expert, economical, precise, and full of meaning . 
Learning proceeds step-wise, from level to level. 
Progress may be halted temporarily or permanently 
at any level which satisfies the learner ' s needs and 
purposes. Advance to a higher level is dependent, 
first, upon new or more intense motivation, and sec-
ond, upon the discovery of a better or more adequate 
way of responding. In abandoning one level for the 
next higher, the learner does not eliminate the older 
responses. They remain (hence, the dotted line in 
the schema} and may be called into use if necessary.l 
1. Ibid. , pp. 109-10. "The vertical axis is intended to 
represent improvement with experience, levels (a) to (f) 
standing for successively more mature types of performance 
(process) . The horizontal axis ... denotes the passage 
of time." Used by permissi on. 
This schema is a theoretical construct. However, 
investigations of factors which influence the process of 
concept acquisition appear to substantiate the model. 
Probably the most extensive study of the acquisition of 
concepts now available is reported in a publication of the 
Harvard Cognition Project, A Study of Thinking. In a sec-
tion entitled "The Conditions Affecting Concept-Attainment 
Behavior"1 the "diversity of determinants" are grouped 
into several broad headings and explored in some detail. 
Perhaps the lifting up of several of these determinants, 
authenticated in extensive investigation, may strengthen 
aspects of the schema. 
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Approaching concepts from the viewpoint of functional 
behavior, it makes a difference whether or not the person 
is desirous to acquire a concept. The prior "set" helps 
determine the learner's attainment. One phase of the 
importance of "set" was seen in some experiments conducted 
by Reed. 2 If subjects were seeking simply to learn names 
1. Bruner, Goodnow, and Austin, pp. 56-79. 
2. H. B. Reed, "Factors Influencing the Learning and 
Retention of Concepts. I. The Influence of Set," 
Journal of Experimental Psychology, XXXVI (1946), 
71-8 7. 
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in a rote memory fashion discovery in groupings was 67 per 
cent; with definite instructions given to discover the 
basis for the grouping, success was 86 per cent. Simple 
concepts being learned by college age youth seem to be 
learned more quickly if they are logical than illogical. 
The learner is affected, also, by what his expectations 
are concerning what constitutes success relative to the 
task. This factor is a part of the "aspiration level" of 
the learner as also is the depth of understanding that the 
subject seeks. Recognition of a concept (verbal attain-
ment) may come with some foresight preceding the under-
standing of the concept (behavioral attainment). 
The complexity of a situation affects the acquisition 
of concepts. "The number or richness of the attributes to 
be dealt with almost inevitably introduces a factor to be 
dealt with in attaining concepts."1 The behavior of sub-
jects is affected by the manner and order of encounter 
with instances being faced. 
. . . for the patterns of solution that people 
adopt in attempting to attain concepts reflect 
very sensitively the order inherent in the 
instances they meet. Where order is systematic, 
1. Bruner, Goodnow, and Austin, A Study of Thinking, p. 61. 
the objective of minimizing memory strain becomes 
notably less, and with a reduction of strain, new 
modes of attack begin to appear.l 
In trying to bring order to a general situation, people 
select a 11focus": an example of the concept as a refer-
ence point. 11Virtually all the effective strategies for 
attaining concepts depend upon the use of some initial 
focus."2 Another aspect of the order and nature of the 
instances is related to readiness. These experiments 
showed that "readiness for the next instant" results in 
more success on the part of the learner. 
Another major factor in attainment of concepts is 
labeled the nature of validation. What is the opportunity 
to validate one's conceptual acquisition? Frequency and 
immediacy are features of validation. 
If we are unable to check immediately our bases 
for classification against a good external cri-
terion, we are readier to use the vicarious cri-
terion of consensus or to rely on rather 
nonrational cues.3 
In the overview of the study, one of the general findings 
reported is that people tend "to fall back on a criterion 
1. Ibid., p. 63. 
2. Ibid. 
-
3. Ibid., p. 69. 
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of verisimultitude in using and evaluating cues for 
categorization."1 This tendency to evaluate cues with 
reference to their past relevance "can prove to be the 
chief obstacle"2 in selecting means of finding information 
to obtain concepts efficiently. 
The learner's set, his expectations concerning 
success, his desire to succeed, and his readiness to pro-
ceed affect his acquisition of concepts. The complexity 
of the situation, the nature and order of the instances 
involved, the presence of focus, and opportunities for 
validation of the learnings also contribute to the attain-
ment of concepts. After reporting these factors, arrived 
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1. Bruner, Goodnow, and Austin, A Study of Thinking, p. 237. 
2. David Ausubel in his article on "View Points from 
Related Disciplines: Human Growth and Development," 
Teachers College Record, LX (February, 1959), 254, 
suggests that when it comes to retention of long-term 
ideational bodies that proactive inhibition rather than 
retroactive inhibition may be the cause of lack of 
retention of new learning materials. He asks, 
11Wouldn't it be reasonable to suppose that all of 
the existing, cumulatively established ideational 
systems which an individual brings with him to any 
learning situation have more of an interfering effect on 
the retention of new learning material {proactive inhibi-
tion) than brief exposure to subsequently introduced 
material of a similar nature (retroactive inhibition)?" 
Persons tend to subsume new experiences under 
existing inclusive and stable concepts. 
at through experimental designs with subjects, Bruner, 
Goodnow, and Austin state: 
One learns concepts by association of external 
stimuli with internal mediating stimuli either 
by some simple law of frequency or contiguity 
or by a rather circular and overbegged law of 
effect.l 
Psychologists have been stressing the role of the 
"emotional factors" and "unconscious drives" in man's 
behavior. The role of man's rational behavior in coping 
with his environment seems to have been neglected. The 
authors of this study assert that conceptual behavior is 
logical. They do realize that 
... man is not a logic machine , but he is cer-
tainly capable of making decisions and gathering 
information in a manner that reflects better on 
his learning capacity than we have been as yet 
ready to grant.2 
7. Implications for Teaching 
of Concepts 
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Most of the studies of concept formation and attain-
ment have been carried out in the realm of "pure" rather 
than "applied" science. The pure science approach is to 
1 . A Study of Thinking, p. 79. 
2. Ibid. 
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discover general laws about the nature and regulation of 
human thought as an end in itself. Inevitably the laws of 
pure science are scrutinized for their applied values in 
practical fields such as education and child guidance. 
However, actual application to the problems of these fields 
requires additional research at the levels of operation. 
The discovery of scientific law does not include an under-
standing of its scope of application. More experimentation 
with specific subject matters at particular age levels is 
needed in order to develop curriculum and teaching designs. 
Damaging consequences to teachers and pupils have resulted 
from uncritical application of generalizations which have 
not been validated adequately, or should have applied to 
only a narrow age segment of the developmental span. 
It is with this perspective in mind that some 
feasible assumptions may be made about the relevance of the 
investigations concerning conceptual thinking and its 
implications for the teaching of concepts to children and 
youth. 
i. Readiness and Placement 
Most educators will agree that readiness influences 
crucially the efficiency of the learning process and helps 
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determine if a material is learnable at a particular stage 
of development. 1 Also accepted is the proposition that 
an optimal age exists for every kind of learning. Post-
ponement of learning beyond the age of optimal readiness 
is inefficient and may make the learning more difficult. 
Likewise, a pupil exposed to subject-matter content prior 
to his readiness for the task may not only fail to learn 
the task, but he may learn to fear and dislike and avoid 
it. 
In understanding readiness it is necessary to estab-
lish the difference between "readiness" and "maturation." 
2 Ausubel points to this difference. The principle of 
readiness is "the idea that attained capacity limits and 
influences an individual's ability to profit from current 
experience or practice." This "concept of readiness simply 
refers to the adequacy of existing capacity in relation to 
the demands of a given learning task." In understanding 
readiness no mention has been made of how this capacity is 
achieved. Maturation "has a different and more restricted 
1. See above, p. 96. 
2. Ausubel, Teachers College Record, LX, 247-48. 
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meaning." Maturation includes "those increments in capacity 
that take place in the demonstratable absence of specific 
practice experience--those that are attributable to genic 
influences and/or incidental experience." Maturation and 
readiness are not the same, although maturation is one of 
the two principle factors that contribute to readiness 
(learning is the other). Maturation should not be equated 
with "internal ripening" either. Cognitive and behavioral 
development include the factors of individual experience 
and cultural environment that contribute to the unfolding 
of development changes for each individual. MOhr asserts 
that the study of the data shows the fallacy of struggling 
for thorough comprehension of concepts for which children 
have not adequate conceptual backgrounds, of seeking for 
accuracy in abilities which are only beginning to appear, 
or of maintaining artificially stLmulating interests which 
are beyond the children's developmental level. 1 
Neither research nor a philosophy of child growth 
and development has yet reached the stages of refinement 
1. Clara L. Mohr, "Child Development as an Approach to a 
Social Studies Curriculum," Elementary School Journal, 
XLIV (1944), 390. 
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which can assert what or how many concepts a child is ready 
for at any developmental level. Stendler states that "no 
prescription can be given for determining the suitability 
1 
of a concept for children at a given developmental level." 
She also asserts that it is more likely that children are 
exposed to concepts that are too easy rather than those 
that are too complex. More difficult concepts could be 
taught if they were to be built carefully on what children 
already know. The tendency is to avoid reality and not 
deal with that which is unpleasant and harsh because of 
"developmental unsuitability." At present, educators can 
become more aware of research findings about readiness 
which have become available in particularized subject-
matter areas. Then more empirical research must be under-
taken. Completed research indicates that readiness has an 
unpredictable specificity so that answers to curriculum 
placement cannot be found in logical assumptions. 
ii. Organization of Curriculum 
The curriculum specialist needs to be concerned with 
more than appropriate grade placement of subject-matter 
1. Celia B. Stendler, Teaching in the Elementary School 
(New York: Harcourt, Brace and Co., 1958), p. 282. 
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content. The ultimate objectives of learning are affected 
by instruction. More important than what pupils know at 
the end of a specific biblical unit is their knowledge of 
the Bible at the ages of twenty-five, fifty-five, or 
seventy-five and their ability and desire to learn more 
and apply it meaningfully in daily life. The structure of 
a curriculum should be such that there occurs a long-term 
acquisition of usable bodies of knowledge. It should 
develop thinking skills for growth in creative, systematic, 
and independent thought. Such long-term goals affect 
curriculum organization, sequence, manner of presentation 
of learning experiences, the meaningfulness of the expe-
riences, and the balance between factual and conceptual 
content. 
In his discussion of curriculum organization and 
cognitive development, Ausubel admits that we still have to 
learn more about how persons learn and retain stable bodies 
of knowledge and acquire creative thinking abilities. How-
ever, he challenges educators by stating: 
This type of knowledge . . . will forever elude 
us unless we abandon the untenable assumption 
that there is no real distinction either between 
the logic of a proposition and how the mind 
apprehends it or between the logical structure 
of a subject-matter organization and the actual 
series of cognitive processes through which an 
~ture and developing individual incorporates 
facts and concepts into a stable body of 
knowledge.l 
This makes reference to the curriculum writer who sets 
about to write on "topically homogeneous materials" which 
he places in separate chapters and continually deals with 
at the same level of conceptualization. However, this is 
contrary to the indications that "one of the major cogni-
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tive processes involved in the learning of any new subject 
is progressive differentiation of an originally undifferen-
tiated field."2 
A generalization concerning conceptual thinking is 
available for educators to consider in curriculum organiza-
tion. There is a tendency to learn from the concrete to 
the abstract. Elementary school children perceive the 
world in rather specific and concrete terms. Children 
require considerable first-hand experiences with varied 
instances of concrete experience before they can begin to 
develop relationships and abstract meaningful concepts. 
This is the emphasis on the "here and now" familiar to the 
1. Teachers College Record, LX, 252-53. 
2 • Ibid . , p . 25 3 . 
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childhood educator. Educators of youth need to realize 
that once an adequate number of basic concepts are held 
"new concepts are abstracted primarily from verbal rather 
than concrete experience."1 Curriculum for youth needs to 
deal with differentiations of concepts so that definitions, 
concepts, and generalizations may be formulated and made 
verbally explicit. 
A second generalization for curriculum organization 
is that understanding contributes to retention of materials. 
Concepts need to be meaningfully related to larger units of 
interrelated materials. The units also should contain 
clear and stable concepts which will serve as foci for 
organizing new materials. 
iii. Number of Concepts to be Taught 
The number of concepts to be learned is staggering 
to contemplate. Many concepts are learned outside of 
formal educational situations. Educators with interest 
in specific subject-matter areas need to give extensive 
thought to the determination of what important concepts are 
to be taught through formal education. 
1. Ibid. 
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Another phase of the concept "load" to be considered 
is the number of concepts to be introduced and handled in 
the period of time allotted to instruction. Too much 
material to be "covered" in too short a period of time 
results in the questionable attainment of meaning for many, 
if any, of the concepts. 
iv. Cumulative Instruction 
Instruction for conceptual growth should be planned . 
A concept is not learned in its entirety at the time of its 
introduction. The ever-widening relationships involved in 
conceptual understanding suggest that teachers not try for 
completeness when a concept is first introduced. Relevant 
experiences throughout life should contribute to concept 
growth. Otto has stated that the key to conceptual growth 
is "varied experience, encountering the idea in many differ-
ent contexts."1 The learning activities need to be varied 
and should avoid repetition at the same level . 
Teachers need to be aware of what level in the cumu-
lative meaning a pupil has reached. Ojemann has pointed 
1. Henry J. Otto, Social Education in Elementary Schools 
{New York: Rinehart and Co., Inc~ 1956), p. 388. 
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out that "differences in development within a given age or 
grade level are usually greater than among successive age 
1 levels." Harrison's research showed that kindergarteners 
with high intelligence were near the low intelligence third 
graders. 2 
v. Guidance Role of Teacher 
Stmple arbitrary associations usually are made by the 
learner without too much guidance. However, concept forma-
tion requires organization and reorganization of data. 
Fruitful meanings will result from guidance rather than 
direction. Concept formation is related to problem solving 
and requires that the learner construct and validate his 
own concepts. It would seem best to determine the present 
stage of understanding and meaning a pupil possesses and 
then proceed to guide htm in the continuance of broadening 
and deepening meaningful relationships. 
1. Ralph H. Ojemann, "Social Studies in Light of Knowledge 
About Children," Social Studies .!!1 Elementary Schools, 
Fifty-Sixth Yearbook of the National Society for the 
Study of Education, Part II (Chicago: The University of 
Chicago Press, 1957), p. 90. 
2. M. Lucile Harrison, "The Nature and Development of 
Concepts of Time Among Young Children," Elementary 
School Journal, XXXIV (1934), 507-14. 
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vi. MOtivation to Learn 
Educators recognize the value of intrinsic over 
extrinsic motivation. As conceptual learning occurs, the 
meanings often help create in students the desire for more 
understanding. When extrinsic motivation is necessary for 
learnings that society requires, it is best to try to help 
the student feel a new need or purpose arising out of 
dissatisfaction with his present level of understanding. 
vii. Opportunities for Validation 
Opportunity to evaluate one's concept attainment 
ought to be a regular part of the instructional program. 
Concept validation requires correct ~ of the concept. 
Language involvement in situations requiring understanding 
beyond arbitrary associations is desirable. 
viii. Recognition of Errors 
Recognition of errors in the formation of concepts 
provides opportunities for reorganization of the concepts. 
As teachers discover errors in the conceptual thinking of a 
student, they may deal with them more effectively if they 
can discover what may be causing the error. Russell 
suggests that the causes of errors in conceptual thinking 
are many but include: 
1. Errors in the percepts from which concepts 
emerge; 
2. Confusion between images and memories aroused 
during recall; 
3. Lack of experience to check or validate the 
generalizations reached; 
4. Set or suggestibility caused by certain 
features of the environment being more 
influential than others equally important; 
5. Overconfidence in the results of one's 
observations and conceptual thinking . l 
Correction by the teacher's substitution of a 
"correct" term is not helpful to the pupil's concept 
formation. Making errors is a part of the learning of 
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concepts. Concepts~ B£! some things, just as they~ 
other things. Instructional time should be allowed for 
clearing up misunderstandings. This is closely related to 
validation. 
This chapter has considered various aspects of 
present understandings concerning conceptual thinking 
with special reference to children. The processes of con-
cept formation and attainment and their application to 
educational tasks need to be given careful attention by 
educators concerned with growth in specific concept areas. 
1. Russell, Children's Thinking, p. 246. 
CHAPTER IV 
FINDINGS OF RESEARCH ON CHILDREN'S 
KNOWLEDGE OF CONCEPTS 
The focus of this chapter is on the nature of chil-
dren's concepts. The distinction between two phases of 
conceptual thought, the "process" and the "product," has 
been referred to earlier. 1 Here the emphasis is upon the 
product, what concepts children at different age levels 
know. Careful examination of the process of forming con-
cepts indicates that growth in conceptual understanding is 
an orderly process. In recent years there has been 
increasing concern about and study of children's knowledge 
of concepts. The knowledge often is partial, absent, or 
incorrect. Research workers have been able to begin a 
picture of where many children of the same chronological 
age may be in their understandings of specific concepts. 
1. See above, "Nature of Concepts," p. 56. 
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MOst of the workers in this area of research indicate 
that their experimental methods are limited and need expan-
sion and refinement. The study of specific concept areas 
has only begun, and within any area there is much research 
yet to be done. Nevertheless, openings into children's 
knowledge of and capacity to acquire concepts have begun, 
and these findings can aid persons interested in guiding 
children's conceptual growth. The understanding of the 
nature of children's concepts may give clues to educators 
concerning educational practice. The need for further 
empirical research should also become evident. 
1. Classification of Concepts 
A child does not hold a simple concept in isolation 
from other concepts. Concepts develop out of other mate-
rials of thought. A concept is not isolated on the apex of 
arrived-at experience. Concepts are integrally related and 
affect one another. The child may focus his attention on a 
specific concept area, but he calls upon a variety of 
related concept areas in arriving at and holding a single 
area of conceptual thought. 
The studies made of children's concepts have usually 
followed the operational pattern of singling out a specific 
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concept area for the focus of a special study. The research 
worker probably recognizes the interaction of concepts but 
he constructs his functional study to focus on his area of 
concern. This singling out of specific concept areas for 
study has resulted in the classification of a number of 
areas of knowledge about children's concepts. The math-
ematical and scientific concepts held by children have been 
the foci of the most extensive studies. Children's concepts 
related to humor and the aesthetic fields have had some 
investigation. Four areas of concept classification have 
been selected for inclusion in this study. The child's 
conceptual knowledge of himself and others, his world in 
general, and his moral and religious concepts have been 
classified. The research findings available in each of 
these classified areas were selected because each concept 
area can be related to the use of the Bible in guiding 
children's conceptual thinking about the Christian religion. 
2. Person Concepts 
A human life is of necessity related to other human 
lives. What one human being thinks about himself and his 
relationship to other humans is one of the areas in which 
research concerning children's conceptual knowledge has been 
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started. Conceptual thinking about persons involves thought 
about one's self and other selves. Hopkins has emphasized 
the interlocking of this world of human experience. "There 
is no self ~ environment but only self--environment rela-
tionships or the self-in-continuous interaction with non-
self aspects of th~ individual's universe."1 Person con-
cepts are constituted of these two major concepts: self 
and others. Yet, neither concept stands alone. Prescott 
indicates "concepts of self are always relational; that is 
they are not just ideas about what one is, but about one-
self in relation to other persons, and do imply concepts of 
h .,2 ot ers . . • Although there is this functional unity of 
relation, the operational approach of looking at each con-
cept separately will be followed. 
i. Self 
The self concept is a "map" of ourselves which may 
be "realistic" or "unrealistic," and what one does is 
determined more by what one believes are his powers and 
1. L. Thomas Hopkins, The Emerging Self in School and Home 
(New York: Harpers and Brothers, 1954), p. 321. 
2. Daniel A. Prescott, The Child in the Educative Process 
(New York: McGraw-Hi~Book Co7;~., 1957), p. 380. 
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limitations; i.e., one's self concept. 1 Prescott has 
indicated that he thinks the self is best described "in 
terms of the mental processes that characterize the person 
~ in terms of the meanings for the individual that result 
from these on-going processes . " 2 
The understanding of the person as a self is a di f-
ferent approach from an a priori concept of the person as 
mind or soul. In the approach to the person in the study 
of the self, one sees the self as 
•• • the organized life, ever moving, constantly 
regenerating itself, continuously emerging into a 
richer life on higher operating levels within the 
realities of its own experiences . It is the 
dynamic, purposeful life unity trying to maintain 
and improve its integrity within its potential 
capacity with the nutrients available in its 
environment . 3 
The origin of the self concept has been set forth 
by Stanger. The child's concept of who he is and what he 
is like has four sources. 
1. Samuel I . Hayakawa, quoting from unpublished papers of 
Carl Rogers in his Language in Thought and Action (New 
York: Harcourt-Brace, 1949), p. 299. 
2. The Child in the Educative Process, p. 379. 
3. Hopkins, The Emerging Self .•. , p . 320. 
1) Real characteristics, the objective ones; 
physique, manner, intelligence, emotionality. 
2) Descriptions by adults, characteristics 
attributed by adults; assimulation of what 
they think about htm. 
3) Comparison with others, comparison with mem-
bers of the groups in which the child finds 
himself. 
4) Inner pressures, determinant through the 
aspirations or ambitions the child holds. 
Inner pressures may be reinforced by outer 
pressures. They exert influence whether they 
are reality or not.l 
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The self concept emerges out of the child's learnings about 
himself as he is defined by others, and his thinking and 
feeling about them. 
Jersild, who has conducted one of the major studies 
to discover the child's self concept, indicates the self 
consists of three components: the perceptual or sensory, 
the conceptual or intellectual, and the attitudinal or 
emotional self.2 The relationship of the self concept to 
the dynamic nature of thought can be seen in his statement: 
The development of the self is influenced by the 
child's growing powers of perception, and, in 
time, by his ability to ~agine, to form large 
1. Robert I. Watson, Psychology of the Child: Personal, 
Social, and Disturbed Child Development (New York: John 
Wiley and Sons, Inc., 1959), cites Stanger on pp. 403-404 . 
2. Arthur T. Jersild, Child Psychology (4th ed.; New York: 
Prentice Hall, 1954), p. 179. 
and comprehensive concepts, to appreciate values 
and commitments, and to take a stand for or 
against.! 
The self concept is the private life of the indi-
vidual as known to himself. It is an essential concept 
for understanding not only the growing child but a person 
of any age. One's self concept becomes to him what he 
accepts as his own self existence. What the person con-
siders to be his functioning "I" or 11me" is an extremely 
important fact. Jersild has related the self concept to 
mental health. 
The concept of the self provides a key to the 
understanding of mental health. According to the 
implications of the self-concept, the healthy 
individual is true to himself. He is developing 
the potential resources of his "real self" • • • 
His conception of himself, to the extent that he has 
formulated it, is substantially valid. He has that 
degree of healthy self-acceptance which is essential 
to and interrelated with acceptance of others, and 
the ability to enter into genuine relationships with 
others.2 
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1. Arthur T. Jersild, In Search of Self: An Exploration 
of the Role of the School in Promoting Self Understand-
ing (New York: Bureau of Publications, Teachers College, 
Columbia University, 1952), p. 10. 
2. Ibid. 
This positive assertion has a negative counterpart . 
Jersild states: 
The person who does not have good mental health is 
alientated from himself. He has not succeeded in 
developing his potentials or in integrating the 
experiences of his life in a manner that makes for 
a unified whole.l 
In Childhood and Society, Erikson has proposed 
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eight hypothetical stages of development in the maturing 
person. The awareness of one's identity is a part of one 
of these stages of personality development. He indicates 
that it is necessary for maturity. 2 
The child is born without a self concept. Hutt and 
Gibby have included an insightful summary about the devel-
opment of the self in their book The Child. 
The development of the "self" began when the 
infant had his first awareness of himself as 
being different from the rest of the world. In 
the beginning, this sense of difference was 
extremely vague and diffuse .•.• Gradually, 
very gradually, in fact, the young child becomes 
aware of his body, in a very gross and undif-
ferentiated sense, and latter of things that are 
not a part of his body. It is at this stage that 
1 . Ibid. 
-
2. E. H. Erikson, Childhood and Society (New York: 
Norton, 1951), pp. 227-29:--
the localization of the self within the body 
begins to emerge.l 
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Slowly there comes to the child the awareness of the inside 
of the body as differentiated from the outside . Then an 
identity ".!!! time ~ space" begins as the child begins to 
interiorize the demands made upon him by his mother (or 
mother-substitute). A sense of continuity of self comes 
into being as he is expected to behave at different times 
in certain ways.2 Ames confirms through her studies that 
the sense of self "appears to develop largely in relation 
to the mother" at the early stages. 3 Hurlock places the 
child's ability to distinguish between himself and others 
at the latter part of the first year when he begins to 
show shyness in the presence of others . 4 
1. May L. Hutt and Robert G. Gibby, .Ih!, Child: Development 
and Adjustment (Boston: Allyn and Bacon, Inc., 1959), 
p. 173. 
2. Ibid. 
3. Louise Bates Ames, "The Sense of Self of Nursery School 
Children as Manifested by Their Verbal Behavior," 
Journal of Genetic Psychology, LXXXI (December, 1952), 
4. Elizabeth Hurlock, Developmental Psychology (2d ed. rev.; 
New York: McGraw-Hill Book Co., Inc., 1959), p. 107 . 
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The concept of self begins to emerge, and the child 
begins his life-long journey to know htmself. An outline 
of growth in self knowledge of a model American child may 
be sketched from the research available. 1 
The two-year-old child has been noted asking ques-
tions about sex differences and the appropriate behavior 
for the different sexes. The three-year-old should know 
if he is a boy or girl. He should be able to name and 
locate his nose, eyes, mouth, hair, parts of his body, 
1. The development of the child's concept of self is not 
simply a matter of chronological maturity. As has been 
indicated the importance of the ever-changing social 
relations and their affect upon psychosocial relations 
must be kept in mind. The individual's transaction 
with relevant environmental conditions must always be 
a part of the understanding of the mean ages of concept 
readiness; e.g., one study indicates that the child's 
concept of self as a member of a racial group comes 
earlier for a negro child in a minority group than for 
a white child in a majority group (Hurlock, Develop-
mental Psychology, p. 153). Although some of the 
research reported in this chapter comes from the studies 
of Arnold Gesell and his colleagues, an automatic 
theory of chronological maturity is not to be assumed. 
Nor does the use of Gesell indicate rigid age level 
norms; rather, the suggested age levels are normative 
in a broadly interpreted manner; i.e., an individual 
child may vary considerably from the general pattern 
of many children his own age. 
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and articles of clothing. The four-year-old identifies his 
own sex and others.l Ames bas surmised "from his excessive 
boasting and bragging about himself, his abilities, his 
relatives, and his possessions" the four-year-old may need 
his sense of self strengthened; he may not be as secure as 
he seems. 2 
Four- and five-year-olds have indicated a worry 
about the "intactness" of their bodies. Hurts and breaks 
in themselves or objects cause them concern. Their 
increasing realization of self and its relationship to 
their bodies results in concern lest something happen to 
the self. 3 
The five-year-old should have arrived at a rather 
clear concept of his sex and appropriate sex roles. At 
five and one-half years the boys are accepting a predom-
inately masculine role, and the girls appear equally 
divided in role choice. 4 Gesell indicates that at this 
1. Hurlock, Developmental Psychology , p. 152. 
2. Journal of Genetic Psychology, LXXXI, 231. 
3. Hutt and Gibby, The Child, p . 174. 
4 . Hurlock, Developmental Psychology, p . 152. 
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age the child is "too deeply i.Dmersed in his world to have 
a discriminating perception of his self among peers and 
superiors."1 Although the child appears serious about him-
self and wants to take responsibility and act grown up, 
"Mother is as much himself as he is." His chief interest 
in his "here and now" world is "limited to his own i.Dme-
diate experiences. 112 He is to begin a shift from the more 
negative emotions to positive emotions in the months from 
five and one-half to six years. 3 He is becoming more of a 
person. 
A new sense of self is emerging and 11a few sixes 
may be somewhat aware of themselves as separate entities 
similar to others but unique in themselves. 114 However, 
the six-year-old usually sees himself as the center of his 
own universe. He still functions in a self-centered manner 
and is "his own one-sided assertive self." He can identify 
1. Arnold Gesell and Frances Ilg, The Child from Five !2_ 
~(New York: Harpers and Brothers, 1946), p. 65. 
2. Ibid., p. 179. 
3. Ibid., p. 111. 
4. Ibid., pp. 114-15. 
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himself with almost anything. In beginning to realize his 
own sense of self he likes to play a make-believe-role. 
In fact, he becomes most organized when he identifies him-
self as being someone or something else. 1 This projection 
of self into like situations through activity is the six-
year-old's means of clarifying meanings and relationships. 2 
He easily can have everything anywhere. His ability to 
differentiate and discriminate is extremely limited because 
he has not developed an appreciation of scale and 
hierarchy. 3 He has begun to compare himself in play with 
others and is likely to become self-conscious and shy if 
he does not feel he can hold his own. 4 This is an 
increased sense of self-identification. Gesell comments 
upon the sense of self in relation to others. The six-
year-old 
. • . does not merely reduplicate portions of the 
culture; he reappraises and reorganizes himself 
in relation to the culture. He begins to see 
himself and his bipolar opposites in their social 
1. Ibid., p. 115. 
2. Ibid., p. 95. 
3. Ibid., p. 115. 
4. Hurlock, Developmental Psychology, p. 196. 
contexts. He thus lays the basis for self-
appraisals and for evaluations which come to a 
fuller flower in the seventh and eighth years. 1 
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His resistance to and frequent contradiction of his mother 
indicates his increasing separation from her. At six years 
of age the child may have "glimmerings of a notion of him-
self as a person."2 
Although the seven-year-old is still self-centered, 
he is somewhat more personal-social. 3 The self-awareness 
may be related most strongly to his physical self.4 He 
may want to protect the self by withdrawal. 5 The psycho-
logical need for private mental activity is becoming 
important. 6 
The eight-year-old is becoming an individual, a 
member of society . He may begin to use the term "self." 
He functions best as a self within social relations with 
another person. 7 The self is beginning to be seen in 
relationship to his status. He is very conscious of his 
status relationship with his family and friends and spends 
1. Gesell and Ilg, The Child from Five to~, p. 98. 
2. Ibid . , p. 115. 
5. Ibid., p. 148. 
3. Ibid., p. 133. 
6. Ibid. , p. 133. 
4. Ibid., p. 147. 
7. Ibid., p. 148. 
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much time in redefining his status. 1 He may begin to dis-
cuss his own performance, e.g., "I got three wrong."2 
Impersonation of others comes easily with a new flexibility 
of self. 3 
One may speak of the nine-year-old as being "on his 
own" because he has come to the stage where he can manage 
some independence. He will probably have himself under 
better self-control than has yet been noticed. He can 
begin to set himself to a task and see it through as his 
mind is developing a capacity to allow this. 4 
By ten years of age the child may show a casual 
sureness of himself. If asked to identify what he means by 
himself he will probably associate the self with his head. 
He is becoming more aware of the emotions of the "heart." 
However, this is a time for enlargement of experience and 
not the deepening of feelings. 5 He is more interested in 
1. Ibid., p. 161. 2. Ibid., p. 183. 
3. Ibid., p. 163. 4. Ibid., p. 202. 
5. Arnold Gesell, Frances Ilg, and Louise Ames, Youth: 
The Years from Ten to Sixteen (New York: Harpers and 
B;Others, 1956):JP.:54. 
quick acquisition of a wide number of facts about the 
things of his world. 
A year older the placement of self may be in head 
or heart or the part of the body which "most actively 
expresses him. 111 At eleven there may be an increased 
aggressive nature as he seeks to find himself in striking 
out against other persons. Through friction with others 
he has more awareness of his faults than his assets. 
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The concept of being a self begins to emerge in its 
own right by the twelfth year. With increasing self-
insight and self-control a twelve-year-old is beginning to 
refer to his self in reference to his entire body. 2 He 
still prefers superficiality to depth of concern. He 
prefers things as they are, and is not in favor of having 
things different. 3 
As the youth approaches his thirteenth and four-
teenth years of life he has been accumulating a sense of 
self ever since he first began to handle the various parts 
of his body and to discover their meanings for him. The 
concomitant growth of the child's ability to differentiate 
1. Ibid., p. 89. 2. Ibid., p. 123. 3 • Ibid • , p • 124 • 
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and generalize is contributing to the growth of his self 
concept. The child has passed "from initial egocentricity 
of the sensory-motor stage to logical and social ego-
centricity." He has slowly been learning the "relativity 
which is necessary for objective conceptions to emerge. 111 
Terman has indicated what he feels is a conservative 
estimate concerning the ages when a child is able to make 
comparisons. The child may recognize the differences of 
two objects at six or seven years of age. The seven- or 
eight-year-old can begin to compare and extract the sim-
ilarities of two objects. Still later he can indicate 
both the similarities and differences. Around the eleventh 
year the similarities of three objects may be handled.2 
Until the child is able to verbalize comparisons, he is not 
ready to engage in well-thought-out generalizations.) The 
twelve-year-old may show an increase in conceptual thinking. 
1. Watson, Psychology of~ Child, p. 351. 
2. L. M. Terman and Maud Merrill, Measuring Intelligence: 
A Guide to the Administration of the New Revised 
Stanford:Benet Tests of Intellige;ce (Boston: Houghton, 
1937), pp. 226-83. 
3. Clara L. Mohr, "Child Development as an Approach to the 
Social Studies Curriculum," Elementary School Journal, 
XLIV (1944), 389. 
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Gesell has suggested that he has an "inkling of the con-
ceptual import of such words as justice, law, loyalty, life, 
crime." An attempt toward abstract definitions begins to 
appear. 1 
This process of development of conceptual thinking, 
it must be remembered, is affected markedly by environ-
mental conditioning. In order to be able to develop a 
concept of self, basic emotional security with freedom to 
explore and manipulate relative environmental factors is 
necessary. 2 
If the thirteen-year-old youth has been maturing at 
the rate of functioning that seems to be illustrated by the 
behavior of many youth his age, he is coming into a new 
awareness of his mind being available for reasoning. For 
pleasure he can use his thought in terms of stating prop-
ositions and raising doubts. 3 
This new intellectual ability allows a thirteen-
year-old youth to begin to see himself. This is an age 
1. Gesell, Ilg, and Ames, Youth, p. 107. 
2. Hutt and Gibby, The Child, p. 211. 
3. Gesell, Ilg, and Ames, Youth, p. 141. 
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that is characterized by an "inward awareness • • • inter-
linked and locked with externalizing awareness."1 Gesell 
has suggested the interaction of the inward and outward 
awareness is "the major key" to the understanding of the 
thirteen-year-old. 2 The withdrawal of this age youth is 
not to avoid reality, but in order that he might face 
reality through the deeper probing of his mind. He wants 
to clarify and reorganize his experiences. He may spend 
much time in rehearsing situations and examining his role 
in them. He is the subject of his own scrutiny and, at 
times, may even be able to laugh at himself. However, he 
is probably more concerned with trying to be himself than 
with being critical of himself. This 11 inwardizing11 allows 
for the emergence of "will power." He is thinking on his 
own. 3 He focuses this new intellectual ability on living 
now. He is interested in living to the full; giving and 
taking as he may. "He is a natural existentialist."4 
This concern of the thirteen-year-old leads to the 
fourteenth year's arrival at a self concept in which the 
1. Ibid. 
3. Ibid., p. 141. 
2. Ibid., p. 140. 
4. Ibid., p. 156. 
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youth may begin to see himself as others see hLm. The 
fourteen-year-old has more objectivity about himself than 
he did a year younger. The backward look at self is 
possible. A father is reported as having said, "He has 
finally absorbed himself in something outside of himself."1 
While this new perspective is true, it is also true that 
he is more eager to discover himself. In his book about 
youth, Gesell refers to the fourteen-year-old as living in 
the "pivotal year in the grand cycle of human growth."2 
At no other age in the ten to sixteen cycle is 
he more eager to know himself. At no other age 
is he more ready to set to work and do something 
about what he learns of himself.3 
The fourteen-year-old need no longer be bound by 
egocentric behavior. He is capable of making wishes not 
only in terms of his own self, but can see himself in 
relationship to the kind of world in which he would like 
to live. He is capable of coming to the decision to say 
"no" because he has made the choice to do so, rather than 
simply resisting.4 He has begun to venture in the realms 
of ideational thought. He may see things in a totality. 
1. Ibid . , p. 193 . 2. Ibid., 181. 
3. Ibid., p. 209. 4. Ibid., p. 193. 
The inward focalization of a year ago has helped bring 
1 
about "more liberal and fluid mental processes." 
The concept of the self for the adolescent is a 
search to know what is within and to find from without 
what he would like within. Hurlock has indicated that 
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perhaps the most important factor to influence the adoles-
cent's self concept is his level of aspiration. 2 The 
youth begins to direct his life more and more by how he 
sees himself through his own "map" of himself. 
The contemporary American youth must work at self-
identity. Erikson contrasts the need for self-identity 
with the danger of "role diffusion . 113 Stone and Church 
have noted that 
• • . the adolescent search for an identity is 
peculiar to cultures in which there is a fair 
amount of social mobility. In cultures where 
the adolescent has only to fit himself into a 
predetermined niche in a rigidly defined hier-
archy, the problems are completely different.4 
1. Ibid • , p • 17 9 • 
2. Developmental Psychology, pp. 319-20. 
3 . Childhood and Society, p. 228 . 
4. L. Joseph Stone and Joseph Church, Childhood and Adoles-
cence (New York: Random House, 1957), p. 307.---
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There have been a number of general studies con-
ducted to discern what children and youth in the United 
States are thinking concerning their self-identity. 
Jersild has reported an analysis of nearly 3,000 composi-
tions written on each of two topics: "What I Like about 
Myself" and "What I Dislike about Myself." The children 
and youth were students in the fourth grade through 
college. The analysis of the content of the compositions 
included a number of categories. In the "What I Like 
about Myself" essay, the following percentages were noted 
for these categories: 1 
Personality traits • • • • • • • • • 33 
Social attitudes and relationships • 40 
Physical characteristics • • • • • • 21 
Clothing and grooming . • • 13.5 
Intellectual • • • • • • • • • • • • • • 6 
Religious • • • • . • • . • • . • • 2 
Jersild has reported that one of the outstanding character-
istics of this study's results is in regard to the "lan-
guage of the self." What the children and youth did not 
like and liked about themselves was described similarly 
throughout the various age levels. Jersild stated: 
1. In Search of Self, see statistical summary in Appendix. 
• • • the standards in terms of which young 
people judge themselves are not scaled accord-
ing to age or developmental stages or in the 
manner of subjects taught at school ••.. A 
psychology concerned with self-understanding 
need not be scaled. Psychological realities 
which affect human beings are rather simple 
and can be grasped at an early age.l 
One of the approaches to the study of the self has 
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been concerned with the "ideal self." Social psychologists 
have used the term "ideal self" to indicate "the integrated 
set of roles and aspirations which direct the individual's 
life. 112 A person takes certain characteristics from other 
people and works them through in his own thought and action 
in terms of how he would like to be. One of the most 
interesting studies about the ideal self has been done by 
Averill. 3 Averill repeated a study that had been done by 
Darrah fifty years earlier.4 Darrah had collected answers 
1. Jersild, Child Psychology, pp. 605-606. 
2. Robert Havinghurst, M. Robinson, and M. Dorr, "The 
Development of the Ideal Self in Childhood and Adoles-
cence," Journal of Educational Research, XL (1946), 242. 
3. L. A. Averill, "The Impact of Changing Culture upon 
Pubescent Ideals," School and Society, LXXII (1950), 
242. 
4. Estelle M. Darrah, "A Study of Children's Ideals, 11 
Popular Science MOnthly, LIII (May, 1898), pp. 88-98. 
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from 1,440 school children in response to the question, 
"What person of whom you have heard or read would you most 
like to resemble?" Averill rephrased the question but kept 
its essential characteristics: 
You know a good many people. You have read 
about a great many more in the history books 
and in newspapers and magazines. Which of all 
these persons that you know or have read about 
do you want to be most like ten years from now? 
The answers were written by 1,536 twelve-, thirteen-, and 
fourteen-year-olds in the seventh grades of Massachusetts 
schools. Averill has given a statistical comparison of 
the results in the categories and compared them with the 
Darrah outcomes. 1 
Percentages 
Categories Darrah, 1898 Averill, 1948 
-Historical 78 33 
Characters 
Sports 0 23 
Trades and 
Occupations 0 19 
Radio, Movies, 
Comics 0 14 
Relatives and 
Acquaintances 10 10 
Characters from 
Literature 12 0 
1. School and Society, LXXII, p. 50. 
It is evident from this comparison that the children who 
took the test in 1948 gave less place to historical char-
acters and more place to real persons. Averill comments 
upon the role of religious personalities. 
Religious figures as heroes and heroines, if 
our survey is a fair sampling of pubescent ideals, 
have dropped notably during the fifty years. 
About 5 per cent of Miss Darrah's ••• subjects 
chose the Diety. In our returns we found only 12 
children--6 boys and 6 girls--out of a total of 
1,53~ pubescents, or approximately three fourths 
of one per cent, selecting characters with 
religious reference.l 
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Havinghurst, Robinson, and Dorr have reported their 
study concerning the ideal self--1,140 children and youth, 
eleven to seventeen years of age, wrote on the topic 11The 
Person I Would Like to Be Like." In this study an attempt 
was made to eliminate the suggestion of any "ideal char-
acter." The answers received created four main categories--
parents, glamorous adults, attractive and visible young 
adults, and composite or imaginary characters.2 In 1955 
1. Ibid., pp. 51-52. 
2. Journal of Educational Research, XL, 241-57. 
Havinghurst and MacDonald published a sequel to this 
earlier study. 1 "The Person I Would Like to Be" was 
indicated by both American and New Zealand children and 
youth from nine to sixteen years of age. The data from 
both countries indicate a progression toward a composite, 
imaginary character for the ideal self and away from 
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specific persons. The identification with a parental fig-
ure in early childhood is followed by a development toward 
a symbolized identification with an attractive, visible 
young adult, or by an imaginary character who is created as 
a composite of the desirable qualities. The choice of 
movie star or other hero is an intermediate trend. Some 
youth seem to omit the intermediate trend or pass through 
it quickly or prolong it. The data of the study do indicate 
that "it is quite possible that a considerable group of 
people never achieve the ability to put into words an ideal 
self who is a composite or imaginary. 11 2 
1. Robert Havinghurst and Donald MacDonald, "Development 
of the Ideal Self in New Zealand and American Children," 
The Child, ed . Jerome M. Seidman {New York: Rinehart and 
Co., 1958), pp. 397-407. 
2. Ibid., pp. 405-406. 
In commenting on the 1946 study, Havinghurst and 
others state: 
The inference is clear that schools, churches 
and youth serving agencies influence the ideals 
of youth as much or more through the presence 
and behavior of teachers, clergy, and youth 
group leaders as through their verbal teachings. 1 
ii. Self in Relationship to and with Other Persons 
When a person is viewed concretely rather than 
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abstractly, it is difficult to isolate him from his social 
relations. The fact is that there is no "individual" 
existing as an entity without social relations. A person 
has social relations with other persons. The quality of 
relationship may vary from a reciprocal relationship of 
love and adoration to that of hate and scorn. However, 
even the person who is referred to as asocial has chosen 
to ignore the presence of fellow human beings. The self 
comes into being through transaction with environment and 
maintains itself in relation to and with other persons. 
The growth of the self in relationship to and with 
other selves is an important part of man's life. It pro-
vides him an opportunity to rise above the simple gregarious 
1. Journal of Educational Research, XL, 241-57. 
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forms of life and function by his power of communication 
through symbols as creature with creature in relationship 
to ideas and ideals. A human life becomes personal in 
relationship to and with other persons. 
The growth of social concepts is related to the 
total development of the person. Social concepts come 
through planned and unplanned experiences which the child 
encounters in his relations with his environment, including 
persons. A person is not born with preconceived ways of 
thinking, feeling, and behaving toward other persons. They 
are learned through his contacts within his home, his 
school, his church, and his ever-widening community rela-
tions. The mass media of radio, television, books, comics, 
and motion pictures extend his range of contact. How the 
self interacts with the non-self aspects of his environment 
to form social concepts begins early and continues through-
out life. 
Hurlock reports on the early development of social 
concepts. The ability to distinguish persons appears 
during the first six months of the child's life. 
. • . by the tone of their voices and by their 
facial expressions • • • he can distinguish 
angry, frightened, and friendly voices. At one 
month he can differentiate the human voice from 
other sounds; at three months, he smiles when people 
come near him, though he smiles at an angry person 
in the same way he does at one who looks friendly. 
He can distinguish between familiar and unfamiliar 
persons at five months of age, and he responds to an 
angry face with crying, though it is not until he is 
eight months old that he responds to the emotional 
behavior of others in such a way as to indicate an 
understanding of their facial expressions.! 
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Between the ages of two or three the child becomes dissatis-
fied when his social contacts are limited to adults. He 
shows a marked interest in other children and wants contact 
with them. Before three years of age there is little 
social interaction. After three years of age there is an 
increase in social interaction. Early childhood workers 
have designated three types of play observed with the pre-
school child. Parallel play is independent play beside 
another child or children. The child then may engage in 
associative play when he plays with others in similar 
activities but does not engage in identical play. Coopera-
tive play comes into being when the child is ready to 
become a part of a group. Cooperative play is observed in 
the child nearing his fourth birthday. Slowly the child 
may grow into more frequent cooperative play involving 
1. Hurlock, Developmental Psychology, p. 108. 
136 
longer periods of time.l 
From observation of pre-school children, Ames has 
indicated that there are fewer "teacher-child interchanges" 
at four years of age than were observed at two or three 
years of age. Self-initiated relations with other children 
predominate but the child may be responsive to approaches 
of other children. 2 Awareness of the child's consciousness 
of others' opinions may be assumed when the child tries to 
gain attention by showing off.3 
The five-year-old may be ready for cooperative play 
with three children but prolonged out-of-doors play is 
probably beyond his sociability. In fact, two is the best 
number for home play. The five-year-old may be shy in his 
approach toward people. 4 As has been noted in the discus-
sion of the self concept, selfishness reaches a high point 
during the fourth to sixth years. The child is egocentric 
and wants everything his own way. It is only through 
1. Ibid., pp. 140-44. 
2. Journal of Genetic Psychology, LXXXI, 231. 
3. Hurlock, Development Psychology, p. 141. 
4. Gesell and Ilg, ~ Child from Five ~ !!m,, p. 81. 
learning from play with other children that being selfish 
is detrimental to his own ends that he begins to submerge 
his selfish ways into the interests of the group. 1 
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Gesell has described the six-year-old's social 
behavior as possibly "furiously assertive." He does not 
have an ability to handle his interpersonal relations. His 
difficulties with people may make him unwilling to meet 
people and may cause him to feel uncomfortable in their 
presence. 2 
The seven-year-old is becoming more aware of others 
although he still has difficulty with his interpersonal 
relations. Small groups began to form at age six, although 
the twosome was the rule. Now, a year later, the group 
may begin to grow. Some sociological meaning may now be 
attributed to those persons who serve him: the policeman, 
the fireman, the postman, the grocer. Gesell, reflecting 
on the culture unit study of some second grade classes, 
states: 
1. Hurlock, Developmental Psychology, p. 145. 
2. Gesell and Ilg, ~ Child .!!:.2!! Five £.2_ Ten, p. 120. 
In all candor, it should be said that he is not 
too interested in the vanishing culture of the 
American Indian, even when the course of study 
calls for an Indian life project!l 
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A quotation from Hutt and Gibby serves as a summary 
for the growth of the self and the self's relation to 
others through these first seven years of life. 
By the end of the oedipal period the process 
of development of a self identity will have 
produced a substantial degree of superego devel-
opment. The normal youngster has acquired suf-
ficient, internalized, inhibitory controls to be 
able to function most of the t~e in a fairly 
social role. Through internalization of a super-
ego he will have become a social being rather than 
a behaving organism.2 
A concern over the quality of his relationship with 
other children and not simply what they do together may be 
observed in the eight-year-old. This age child may go to 
elaborate means of setting up a communication system with 
another child in the neighborhood in order that he may be 
talking with someone else his own age.3 
Blair and Burton, in their book entitled Growth~ 
Development of the Preadolescent, have included a chapter 
1. Ibid., p. 137. 
2. The Child, p. 175. 
3. Gesell and Ilg, The Child from Five~ !,m, p. 180. 
on the "Changing Social Insights" of later childhood. In 
their writing they substantiate the ordinary observation 
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of the formation of age-sex groups. Boys and girls make a 
sharp differentiation between themselves, particularly the 
boys. The reasons for this conduct are suggested. 
(1) The difference in physical maturity and 
intellectual development; 
(2) The efforts to make satisfactory sexual 
identification; 
(3) The life-long insistence by adults upon 
conformity to the sex role.l 
They report a number of studies of the development levels 
of the various ages of group association. The citation of 
a study by Sanford and his associates at Harvard led to an 
intensive study of the social nature of this age group. 
Sanford and others assert "with some definiteness" 
that the movement toward other children that appears at 
this peer group age is not "an expression of his greater 
capacity for genuine social feeling." They indicate that 
they have evidence from several tests that 11 ••• tenden-
cies expressive of human warmth actually reach their lowest 
point during the middle period." The conclusion is 
1. Arthur Blair and William Burton, Growth and Development 
of the Preadolescent (New York: Appleton-Century-Crofts, 
Inc., 1951), p. 42. 
• • • that the gregariousness--the sociocentric-
ity--of these children is in the service of 
needs other than a basic need of "Affiliation." 
By joining with other children a subject at this 
age is better able to carry out his practical 
aims: for some of his projects he requires the 
cooperation of the group, and for satisfying 
some of his positive needs, chiefly the need for 
"Dominance" and "Recognition," the response of 
the group is necessary. Furthermore, it seems 
that the middle class child derives necessary 
support from the group; he is better able to 
master his childish fears if he has his "Gang" 
around him, and problems of guilt and anxiety 
are solved by "doing what others do. 111 
They state further: 
It seems important to note, too, that though 
the middle period [in this study an age group 
9 to 13] is properly termed a period of marked 
"socialization" it is not the time at which we 
find the greatest capacity for behaving accord-
ing to internalized moral standards. Sanctions 
for the middle child are provided largely by the 
social group of which he is a member, and he 
changes as they change; the development of a 
social conscience which will determine the 
course of the child's behavior regardless of 
pressure from the group • • • does not reach 
its highest point until later.2 
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In the social behavior of the peer-age child one may observe 
the struggle for identity and his use of other children to 
1. R. N. Sanford and others, "Physique, Personality, and 
Scholarship, .. Monographs of the Society for Research in 
Child Development, VIII, No. 1 (1943), p. 647. 
2. Ibid. 
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provide a model for which no adult can serve. 1 
This period of later childhood is one of conflicts. 
Blair and Burton summarize some of the conflict areas. 
Conflicts arise 
(1) between gang and parental standards of 
behavior, 
(2) between gang and school standards of 
conduct and achievement, 
(3) between boys and girls, 
(4) between reality and adult or parental 
standards, 
(5) as a result of increased physical 
ability and freedom to explore and 
use such ability.2 
Some of the regressive and aggressive behavior of this age 
children results from these tensions. It is the failure to 
resolve some of these conflicts that may result in social 
maladjustment at this stage of development and thus affect 
future social development. 
Often adults find the preadolescent behavior 
extremely annoying and refuse to accept what appears to be 
a disorganization of what social gains the child had pre-
viously made. Adults need to understand the child's need 
for independence from parental control. The extremely 
1. Watson, Psychology of the Child, p. 539 . 
2. Growth and Development of the Preadolescent, p. 55. 
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immature actions of children are often the result of the 
children trying to gain freedom. Some students of child 
growth and its relationship with our culture have indicated 
a need for more gradual growth in independence. Blair and 
Burton cite an article of Ruth Benedict's in which she 
stressed "the need for more gradual growth in independence 
and an earlier recognition for the need of such freedom."1 
The fact that children are not encouraged to make decisions 
and to rely upon themselves but to do what they are told to 
do until they are to do a "right-about-face" and be a 
responsible adult creates problems. Our scheme of social-
ization that protects children from facing many of life's 
problems contributes to the same intensification of later 
struggle. 
Adults, particularly in the home, must realize the 
conflicts the preadolescent child faces will be accompanied 
by fear and anxiety. The child must be given the freedom 
to join the group and also keep the security of the home. 
The child will need a refuge when the group rejects him. 
1. Blair and Burton cite Ruth Benedict, "Continuities and 
Discontinuities in Cultural Conditioning," Psychiatry, 
1938, pp. 161-67, on page 77. 
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At the same t~e the child is rejecting his parents and 
other adults he does need their understanding. 
If the child's exploratory building of his social 
relations outside of his home have been satisfactorily 
navigated at the age of twelve, a new sensitivity to per-
sons other than h~elf may begin to emerge.l At thirteen 
years the home is the testing ground for his interpersonal 
relations. Although the youth may be nice to friends and 
parents the siblings may face difficulties . Gesell com-
t .. men s, • . . the whole vast field of inter-personal 
relations is subject to the basic joint mechanisms of 
inwardizing and externalizing awareness."2 This may result 
in the fourteen-year-old developing the "capacity to per-
ceive how others feel and to see h~self as others see 
him. 113 He is beginning to be interested in people on the 
basis of their various personalities and interests . He 
chooses a variety of friends and uses conversation as the 
means of exploring the "intricacies of human behavior." 
1. Gesell, Ilg, and Ames, Youth, p. 108. 
2. Ibid., p. 158. 
3. Ibid. , p. 176. 
1~ 
The fourteen-year-old girl is the most perceptive of social 
relations and is even willing to risk disagreement with her 
friends to include someone who is unpopular. However, boys 
may assist another boy with more sureness than the girls 
1 
may. 
The social concepts of a person are largely deter-
mined by the interaction of the person and his family and 
later his peer group. Whether the child's social relations 
are positive or negative they root back in his experience. 
There have been a number of specific studies con-
cerned with children's concepts of relationship toward 
other people. Results of such studies almost always indi-
cate the complex nature of interpersonal relationships. It 
is an illustration of the dynamic nature of thinking. 
Children's attitudes influence their conceptual thought. 
Attitudes toward self and others are interrelated. Jersild 
has stated that this principle applied to its broadest 
terms "means that a youngster who hates himself will prob-
ably hate others."2 Two research studies that have 
1. Ibid., pp. 198-99. 
2. Child Psychology, p. 296. 
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contributed to the understanding of the interrelatedness 
of one's own self and attitudes toward others may help 
indicate the complexity of "loving thy neighbor." Frenkel-
Brunswik reports a project on ethnic prejudice in children 
and adolescents. Of the 1,500 children who were tested, 
one hundred twenty were extremely prejudiced. The prej-
udiced children, ages eleven to sixteen, were interviewed 
as were their parents. At these age levels the children 
already showed a 11consistent pattern of response to state-
ments about men and society." The pattern seemed to be 
related to certain personality characteristics of the chil-
dren. Their prejudice was but a part of a broader set of 
attitudes. Children whose general social attitudes are 
favorable can "remove themselves more easily from immediate 
needs and think in terms of far-reaching social good. 11 The 
ethnocentric children are more concerned with their own 
immediate welfare. This latter group tend to show a gen-
eralized rejection "of all that is weak and different." 
Such rejection relates to items beyond minorities and 
countries. It appears that ethnocentric children are 
"rigid in their thinking and intolerant of ambiguous 
situations."1 
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Harrison, Gough, and Martin have reported about the 
ethnic attitudes of children and their relationship to 
child-rearing patterns. They indicate that there is no 
simple "one to one" relationship between the ethnic atti-
tudes of parents and children. The ethnic attitude of 
children appears to be related to the attitudes of their 
mothers toward child training. The authoritarian control 
of children with little understanding of their "annoyance 
value" appears to be involved in the prejudiced children's 
backgrounds. Attitudes of tolerance and good judgment 
toward their children appear to be part of an attitude and 
personality complex in the parents that has contributed 
toward their children's freedom from ethnic prejudice. 2 
3. World Concepts 
A number of the authors writing about children's 
knowledge of concepts have commented on the fact that 
1. Else Frenkel-Brunswik, 11A Study of Prejudice in 
Children," Human Relations, I (1948), 358-67. 
2. Dale B. Harris, Harrison G. Gough, and William Martin, 
"Children's Ethnic Attitudes: II, RelationAhip to 
Parental Beliefs concerning Child Training, Child 
Development, XXXI (1950), 169-81. 
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adults scarcely appreciate how much factual knowledge and 
ability to relate facts must be learned by the child. The 
comprehension of the meanings of a multitude of experiences 
that engulf the child daily is an enormous task. Critics 
of educational programs often stress what a child does not 
know. Few indicate their amazement that the child can 
learn so much about his vast cultural environment even when 
his mind cannot fathom its structure. 
A child must acquire an understanding and use of 
many concepts which are basic to his successful relation-
ship with his world. He must develop an ability to relate 
items and ideas. In a world culture increasingly conscious 
of time and space, the child must seek and find his way 
with their meanings. 
Some empirical researchers have begun to discover 
how a person acquires these concepts that aid his relation-
ship to his world. Insight into how relational thinking 
comes into being, and how time and space concepts evolve, 
should assist educators in the selection and preparation of 
materials for learning experiences which will assist the 
child in his growing comprehension of the world. 
i. Relational Thinking 
The ability of the child to separate himself from 
the present and to develop a more conceptual framework 
through which to look at his environment and his heritage 
is long in coming. The child's search for reality and 
objectivity has been studied by the pioneer researcher 
Jean Piaget.l A survey of the literature in this field 
indicates Piaget's works have stimulated world-wide 
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research concerning children's conceptual thought. Piaget 
has set children's thinking in sharp contrast to adult 
thinking . Many researchers in England and the United 
States have come to question Piaget's emphasis on distinctly 
separate phases of concept development. Piaget has made 
rather distinct breaks at the age of seven years when the 
child leaves egocentric thought for social language, and 
again at eleven years when prelogical thinking gives way to 
reasoning . Russell devotes several pages to an evaluation 
of Piaget's work on the understanding of children's concepts. 
1. Piaget has been a professor of the University of Geneva 
and Director of the Bureau of International Education 
and the Jean Jacques Rosseau. Institute. He has produced 
more studies concerning children's concepts than any 
other author. 
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He presents the criticisms made with reference to differing 
methods and limited size groups from one socio-economic 
background and an interpretation of the findings. 1 It 
appears that many scholars accept Piaget's evidence but 
question some of his principles and interpretations. 
Watson reviews the controversy and comments: 
It would seem as if the weight of evidence is 
against the saltatory shifting from one stage of 
conceptualization to the next. The almost univer-
sal finding of the research studies is that, 
instead of their being leaps from one kind of 
thinking to another, there is gradual orderly 
change in the child's conceptualization •••• 
Trends in stages of conceptualization are found 
to be sure, but they are progressive and not an 
"all or none" variety.2 
Nevertheless, Piaget has contributed to our under-
standing of the child's ability to use relational thinking . 
He sought the child's understanding of words like "because," 
"therefore," and "although" in relation to their use in 
logical thought. The child asks "why" questions but has 
little desire for a logical justification to an answer. 
His judgment about a situation is related to proximity 
rather than logic. Relational thinking is almost never 
1. Children's Thinking, pp. 155-62. 
2. Psychology of the Child, p . 360. 
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observed before seven years of age. The child may know 
that an item is a "part" of something, but he does not know 
it is related to a "whole." He may know that a boy is a 
"brother" but that he is someone's brother is not a part of 
the concept. Piaget indicates that reasoning does not 
appear until eleven or twelve years of age. 1 (Piaget's 
definition of "reasoning" excludes the "problem solving 
approach," which is included by many other researchers, 
and is limited to the more theoretical, verbal process.) 
A related phase of Piaget's research is his hypoth-
esis that the child interprets the world in terms of 
animism, attributing human characteristics to nonhuman 
objects. Piaget believes the child's explanations of 
phenomena develop from a universal animism to an interpre-
tation of physical causality. 2 Klingberg has stated that 
he believes the evidence indicates the child's growth is 
1. Jean Piaget, Judgment and Reasoning in the Child, trans. 
Marjorie Warden (New York: Harcourt, Brace, and Co., 
1928), pp. 250-51. 
2. Jean Piaget, The Child's Conception of the World, trans. 
J. and A. Tomlinson (New York: Harcourt, Brace, and 
Co . , 1929); and The Child's Conception of Physical 
Causality, trans. M. Gabain (New York: Harcourt, Brace , 
and Co., 1932) . 
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from "ignorance to better and better knowledge." He states: 
There are no findings that suggest that the 
thinking of children, even before the age of 
seven, is a fundamentally other mental struc-
ture than that of the adult. However "animis-
tic" the answers of children may seem they 
cannot demonstrate a primitive thinking in 
Piaget's meaning.l 
Klingberg suggests that Piaget may be influenced by certain 
theories which may be false: the doctrine of primitive 
mentality proposed by the French sociologist Levy-Bruhl, 
and the "genetic parallels" based on the recapitulation 
theory. 2 
Children do have difficulty in distinguishing 
between the concepts of living and not living, but it is 
one of the difficulties children have in trying to come to 
an understanding of their world. Independent researches 
by Deutsche and by Huang have indicated that children are 
capable of natural explanations of phenomena. Deutsche 
analyzed the explanations of children and youth ages eight 
1. G. Klingberg , "Distinction between Living and Not Living 
among Seven Ten-Year-Old Children with Some Remarks con-
cerning the So-Called Animism Controversy," Journal of 
Genetic Psychology, XC (June, 1957), pp. 227-38. --
2. Ibid. , p. 236. 
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to sixteen years and classified their explanations in five 
levels: 
Phenomenistic - offers explanation with no concept. 
Animistic - gives objects life and capability of 
movement. 
Dynamic - sees forces within object as cause. 
Mechanical - explanations based on contact of objects 
and transfer of movement. 
Logical deduct ion- reasoning is sufficient. 1 
Deutsche reports the sharpest decline of the phenomenistic 
explanation comes between nine and thirteen years of age 
with little noted increase thereafter. Mechanical explana-
tions were noted to increase steadily between nine and 
thirteen with the percentage of answers remaining about the 
same after thirteen. Between the ages of nine and thirteen 
there was a rapid increase in the use of logical deduction, 
more than was noted in the percentage of increase from 
thirteen to sixteen years. Deutsche proposes that causal 
thinking does not develop from one level to another at 
specific stages. Rather, the type of thinking used depends 
upon the type of problem. From her results, Deutsche would 
1. Jean M. Deutsche, The Development of Children's Concepts 
of Causal Relations, University of Minnesota Institute 
of Child Welfare MOnogram No. 13, 1937, pp. 1-104. 
1 
omit the animistic response from her classification. 
Huang did research with Chinese and American children and 
indicates he would omit the animistic response due to 
"na'ivete."2 
Most of the studies on causal relations have been 
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related to the studies of mechanical and physical relation-
ships. Blair and Burton point up the fact that as of 1951 
the extent to which children "comprehend causal relations 
in social or personal affairs has not been reported."3 
However, Blair and Burton do draw some hypotheses about it 
from their studies of the social characteristics of pre-
adolescents. On the whole, the child nine to twelve years 
of age resists adult standards for his behavior and builds 
his code of behavior through his peer group. It seems 
probable from this behavior that the child does not under-
stand the causal reasons for necessary social behavior. 
Desirable social behavior usually is dependent upon the 
ability to choose long-range values. The next section 
1. Ibid. 
2. I. Huang, "Children's Conception of Physical Causality: 
A Critical Summary," Joumal of Genetic Psychology, 
LXIII (1943), pp. 71-121. 
3. Growth and Development of the Preadolescent, pp. 159-60. 
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contains data concerning the slow development of time 
concepts. Blair and Burton use these data in their hypoth-
eses and propose that preadolescents do not understand nor 
1 
appreciate the causal relations of social behavior. 
The preadolescent appears to have increasing ability 
to relate causal relations of natural, physical, and mech-
anical phenomena, but the relating of causal thinking to 
thinking concerning behavior and social values probably is 
a later development. 
ii. Time and Chronology 
Research in the area involving children's concepts 
of time indicates that they are slow in developing, par-
ticularly with reference to sequence and large units of 
time. Children tend to measure time in reference to their 
own experience. The younger children are, the more time 
is conceived of as only "the present," and the more abstract 
are events removed from them in time and space. Time con-
cepts are among the most abstract concepts a person has to 
develop, as they are often relative and vague. 
1. Ibid. 
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Gesell has given an indication of the child's devel-
oping understanding of time concepts. Until the child is 
five years old he is concerned "with the Now." He cannot 
conceive of there being a time when he was not alive nor 
that there will be a future time when he might not live. 1 
In his sixth year he may want to hear about when he was a 
baby and about his mother's babyhood. A concept of a dura-
tion of time has little meaning. 2 A sense of sequence in 
the time concepts of the seven-year-old was noted: he is 
aware that one event follows another. He may begin to 
anticipate events even to the extent of 11years."3 
Pistor's research has led him to place the child's 
capacity to think of the past as different from the future 
as appearing at eight years of age. Gesell observed the 
eight-year-old beginning to seek for a deeper orientation 
in time. He may show some interest in ancient times. How-
ever, he does not possess clear concepts about the past; 
George Washington may be a Bible character. He has a desire 
1. Gesell and Ilg, The Child from .E,ill ~ ..I!m, p. 87. 
2. Ibid., p. 129. 3. Ibid., pp. 157-58. 
4. Frederick Pistor, 11How Time Concepts Are Acquired by 
Children," Educational Method, XX (1940), 107. 
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to understand the insides of things. His growing awareness 
of time may contribute to his desire to understand the 
origin and growth of plants from seeds and the animal life 
processes. 1 
Nine-year-old children may begin to show a little 
control over time, 2 but the ten-year-old "often shows a 
genuine capacity to budget time and energy. 113 Cuk reports 
that the ten- and eleven-year-old children he tested were 
able to estimate durations of time as well as any other 
older age groups with whom he worked. 4 
For a brief year or two, the eleventh and twelfth, 
a dynamic sense of time appears as the child begins to 
feel "the inevitable, relentless passing of time no one can 
stop."5 However, at thirteen years of age the youth has 
returned to static time and the world of "Now." There are 
a few youth who become intrigued by times past but "most of 
them realize only the present can be lived."6 
1. Gesell and Ilg, The Child from Five to Ten, pp. 165-66. 
2. Ibid., p. 211. 3. Ibid., p. 213. 
4. Alphonse Cuk, "Effects of Age and Sex on Times Estima-
tion" (unpublished Ph. D. dissertation, Fordham Univer-
sity, 1957), pp. 124-25. 
5. Gesell and Ilg, The Child from Five £2 !!:ll, p. 162. 
6. Ibid., p. 169. 
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At fourteen years of age a youth may have the 
"capacity to think in terms of the whole year," and will 
relate his interests to seasons. 1 He begins to relate t~e 
and space concepts but still has to develop the capacity to 
synchronize them so that he does not schedule two different 
events for the same time. 2 
This growing concept of time is related to the per-
son's concepts of chronology and the understanding of 
history. Some studies of the learnings involved in these 
areas have been made. 
A sense of chronological t~e, being able to arrange 
events in a t~e sequence, "involves a comprehension of 
dates and an understanding of mathematical differences 
between dates."3 Wesley proposes that the evolution of 
time concepts goes through three stages. 
1) The association or comparative stage, 
(while and when) 
2) The spatial stage, and 
(time as distance, time lived) 
1 . Gesell, Ilg, and Ames, Youth, p. 201. 
2. Ibid., p. 211. 
3. Henry J. Otto, Social Education in Elementary Schools 
(New York: Reinhart and Company, Inc., 1956), p. 383. 
3) The mathematical stage. 
(quantity)l 
The evolution of these three stages involves growth of 
time concepts. The sense of chronological time with ref-
erence to the days of the week or months of the year was 
possessed by 75 per cent of the fourth and fifth grade 
pupils and 90 per cent of the sixth grade pupils tested 
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by Friedman.2 Wesley has indicated that prior to grade 
six, children have almost no sense of chronology. 3 Results 
of Pistor's investigations indicate that "sub-divisions 
or periods of history were attended to only after eleven 
years."4 
Harrison and Pistor, in separate research projects, 
studied the growth of the child's ttme concepts. Harrison 
indicates: 
1. Edgar B. Wesley and Mary A. Adams, Teaching Social 
Studies in the Elementary Schools (2d ed. rev.; Boston: 
D. C. Heath and Co., 1952), p. 303. 
2. K. C. Friedman, "Time Concepts of Elementary School Chil-
dren," Elementary School Journal, XLIV (1944), p. 340. 
3. Wesley and Adams, Teaching Social Studies in the Elemen-
tary Schools, p. 302. 
4. Pistor, Educational Method, XX, 107. 
. . • concepts of time develop in closer agree-
ment with inner maturation, as indicated by 
mental maturity, than with training and experi-
ence, as indicated by chronological age and 
grade placement . l 
Pistor arrived at the conclusion 
• . • that training in history and chronology had 
no effect on the acquisition of time concepts of 
children between the mental ages of ten and thir-
teen, when such training was given in grades 
four, five, and six . 2 
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The design of Pistor's study is interesting. Two equivalent 
groups of sixth grade pupils were studied. Equation of the 
two groups on the basis of general intelligence, reading 
ability, and school achievement as measured by report card 
marks was achieved. Three hundred twenty pupils with men-
tal ages from 10-0 through 12-11 were in each group. 
The major difference between the two groups was in their 
social studies curriculum during their fourth and fifth 
grade experiences. Group one had the traditional separate 
courses in geography and history, thirty minutes daily. 
Group two in grades four and five concentrated more upon 
1. Lucile M. Harrison, "The Nature and Development of Con-
cepts of Time among Young Children, Elementary School 
Journal, XXXIV (1934), 513. 
2. Pistor, Educational Method, p. 112. 
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geographical concepts and dealt with history only inciden-
tally in relation to geography. Tests concerning time 
concepts were given at the beginning of grade six. Pupils 
of both groups did equal work. Two years of instruction in 
history and geography had no effect upon the development of 
time concepts. On the entrance into grade seven, Group One 
continued to receive instruction in history and chronology. 
Time charts, time lines, and other instructional devices 
were used. Group Two continued to receive only incidental 
instruction. Results of the tests given at the end of the 
seventh grade indicated "both groups continued to develop 
their ability to conceive of time." Pistor reported "a 
critical ratio of 1.5 indicates that the mean scores of the 
two groups may be considered equivalent." However, Pistor 
continues, "there is no conclusive evidence that children 
develop their time concepts through sheer maturation. 11 
There are many non-controlled factors. 1 
There appears to be general agreement among the 
educators concerned with the area of elementary social 
studies with Otto's statement that "it seems unprofitable 
to attempt the teaching of chronology in the elementary 
1. Educational Method, XX, 107-12. 
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school grades."1 Harrison asserts: "Until the child has 
a grasp of the concepts of time, he cannot possibly develop 
a historical sequence, upon which a study of history 
2 depends. 11 Harrison continues: 
He can make no clear-cut distinction between the 
time of remote happenings and the time of occur-
rences within the Lmmediate past, nor can he 
comprehend the significance of a succession of 
periods in history until an understanding of 
time is attained. Even then the larger measures 
of time cannot be entirely meaningful to him 
unless they are filled with events which the child 
comprehends as being carried out in a number of 
periods of time~ such as are equal to those within 
his experience._, 
One of the ways history instruction is often pre-
sented is to generalize about a period of time in relation 
to human relationships and then to suggest the students 
apply the generalization to new situations. Schindler 
and others have commented upon this practice. The fact is 
stated that meaningful generalizations and conclusions 
"are compounded from the knowledge each individual slowly 
builds up and the insight each individual gains from the 
critical and reflective thinking he does." The authors 
1. Otto, Social Education in Elementary Schools, p. 384. 
2. Elementary School Journal, XXXIV, 513. 
3. Ibid. 
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indicate they know short cuts to such concepts are common, 
and well-known generalizations are just handed out to youth 
to accept. These comments appear in their article: 
When acquired in this manner, generalizations are 
of questionable value to the young person since 
he has not built them up and does not have at his 
command particular cases to support any one of 
them. Consequently, he cannot understand how the 
application to new situations will be conditioned 
by factors unique in the situations. The result 
often is hazy, distorted, partial or wholly wrong 
applications. Even in the case of a ttme general-
ization that is thoroughly understood, there needs 
to be a full and lengthy discussion when it is 
applied to a new situation. Whether this is done 
through a panel discussion or some other way, the 
important point is that there must be sufficient 
time for the complete expression and examination 
of thoughts of those considering the problem. In 
no other way can the relationships between cause 
and effect be scrutinized and thinking challenged. 
This is, of course, thinking on the highest mental 
level in which a wide variety of words and con-
cepts dealing with many things besides the time 
element have to be understood within the frame-
work of a particular problem of study.l 
Our present culture is a very "time conscious" cul-
ture. MUch of the ideational discussion coming at one from 
all sides employs concepts for which a knowledge of 
1. Alvin W. Schindler and others, "Developing a Sense of 
Time and Chronology," Skills in Social Studies, ed. Helen 
Carpenter, Twenty-Fourth Yearbook of the National Council 
for Social Studies CWashington, D. C.: National Education 
Association, 1953), p. 222. 
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historical and chronological time concepts are a necessity. 
The development of a mature sense of time and chronology is 
a slow, complex, sequential and culminative achievement; it 
is not to be taken for granted in the planning of learning 
experiences. 
iii. Space and Place 
Less specific research has been completed concerning 
the child's concepts of space and geographical location 
than has been reported for his concepts of time and chron-
ology. Children rely upon direct experiences to orient 
themselves and to act as a basis of reference for nearby 
and faraway space relations. Otto reminds us that "con-
cepts of space and distance are rooted in the development 
of spatial imagination, which comes about very slowly."1 
Gesell has reported some of the child's sense of 
space in his studies. He reports that an almost "revolu-
tionary reorientation" gets under way at six years of age. 
Although he is still the center of his universe, the six-
year-old is beginning to experience space. His fear of 
the darkness is related to the fact that darkness destroys 
1. Social Education in the Elementary School, p. 384. 
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spatial relationships. 1 The six-year-old can go beyond the 
interest in specific places he had at age five and begin to 
relate home, school, and neighborhood. He expands his 
interest in the community at the seven-year-old level. He 
becomes aware that there are places other than those which 
are "right here."2 He becomes interested in objects in 
space and wants to know about physical phenomena such as 
the earth's crust, stones, fire, waterfalls, and so forth. 3 
At eight years of age he begins to reach out and go explor-
ing. Gesell indicates that by his tenth year the child 
"is spatially oriented to the basic geography of his world."4 
This refers to geographical comprehension rather than an 
accumulation of geographic facts and inaccuracies about the 
lands of the earth. 
An awareness of the child's understandings of space 
has led educators in the social studies areas to give 
special attention to the need for building skills through 
which the child may expand his thinking about space concepts. 
Skills related to reading and listening, speaking and 
1. Gesell and Ilg, The Child from Five~ Ten, pp. 112-13. 
2. Ibid., p. 425. 3. Ibid., p. 158. 
4. Ibid., p. 427. 
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writing, interpreting maps and globes, interpreting graphic 
forms, and developing a sense of t~e and chronology are 
not inborn. A child must learn them. Skills are needed to 
interpret maps. Kohn and others indicate that the degree 
to which a reader can interpret a map depends upon his 
ability to: 
1. Orient the map and note directions. 
2. Recognize the scale of a map and compute 
distances. 
3. Locate places on maps and globes by means 
of grid systems. 
4. Recognize and express relative locations. 
5 . Read symbols and look through maps to see 
the realities for which the symbols stand. 
6. Correlate patterns that appear on maps and 
make inferences concerning the association 
of people and things in particular areas.l 
Concepts of size, distance, and position in any spatial 
pattern are dependent upon interpretations of maps. Com-
munity maps may be introduced effectively in the third 
grade if the child has been aided to grasp the cardinal 
directions. Progressively the child should be introduced 
to ever-expanding space relationships. However, "facility 
in using many map-reading skills cannot be expected below 
the junior high school."2 
1. Clyde F. Kohn and others, "Interpreting Maps and Globes," 
in Skills 1n Social Studies, ed. Helen Carpenter, 
pp. 146-77. 
2. Ibid., p. 176. 
166 
A number of specific studies have been made that 
carry implications concerning children's concepts of their 
world. Aspects of relational thought, time and chronology 
concepts, and space and place concepts are involved in the 
studies. Lacey adminis·tered a pictorial concepts test to 
450 children in the first, second, and third grades. The 
answers in the category of concepts related to "Distant 
Lands and Earlier Times" were confused and in error . Many 
children did not even attempt to answer the questions, 
although the unit on Eskimo life 11was recoomended for every 
one of the primary grades and justified on the ground that 
repetition means reinforcement of learning." The concept 
of Eskimo children and the recognition of the igloo 
increased from the little more than 50 per cent correctness 
in grade one to 66 per cent in grade two and 85 per cent in 
grade three. Lacey concludes: 
It would seem that percentages should be even 
higher after three exposures on such simple facts 
as 1) the home of the Eskimo, 2) clothing of the 
people, and 3) the fact they live in the cold 
north land.l 
1. Joy Muchmore Lacey, Social Studies Concepts of Children 
in the First Three Grades (Teachers College Contributions 
to Education, No. 548. New York: Columbia University, 
1932). 
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Baker studied the contributions of children in free 
selection of topics for classroom discussion. Children 
from grades two, four, and six, in three suburban schools, 
participated in the study. Among Baker's conclusions are 
these facts: The free contributions of the children in 
relation to place and location were found to be in rela-
tionship to immediate place and location by 84 per cent of 
the second graders. The fourth grade referred to immediate 
location 55 per cent of the time, and the sixth graders 
only 27 per cent of the time. 
At all grade levels, the children talked most 
generally of matters of current interest, of 
happenings and events going back no more than 
one week, as shown by the percentages of 89, 72, 
and 77 in grades 2, 4, and 6 for material con-
tributed which was classified as belonging to 
the present.l 
Contributions from items involving the children's "personal 
presence" were 83 per cent in grade two. Grade four "per-
sonal presence" contributions decreased to 52 per cent, and 
grade six were only 25 per cent. Eighty-seven per cent of 
the contributions introduced in the second graders' 
1. Harold V. Baker, Children's Contributions in Elementary 
School, General Discussion (Child Development MOnographs, 
No. 29. New York: Bureau of Publications, Teachers 
College, Columbia University, 1942), pp. 128-29. 
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discussions were new topics and did not relate to topics 
previously discussed. The fourth graders' and sixth grad-
ers' contributions to new topics were noted in 33 and 23 
per cent, respectively, of their remarks. Contributions 
which could be classified as the result of their own think-
ing were 1, 15, and 18 per cent in grades two, four, and 
six, respectively.l 
Robertson, in her published doctoral project, gives 
an extensive evaluation of the cultural unit in the elemen-
tary school curriculum as a means of developing social 
understanding in children. " . . . There is limited evidence 
that children come to intellectual and emotional grips with 
the realities of modern life through these studies of 
remote and distant cultures." Indeed, "no greater waste of 
time" is the value judgment placed upon such study involving 
make-believe play and formalized teaching. The stress upon 
the "quaint and colorful" phases of culture often results 
in sentimentalities, stereotypes, and oversimplifications 
that do not give an adequate understanding of how cultures 
do operate. Robertson makes a strong plea for the use of 
first-hand experience for the development of children's 
1. Ibid. 
169 
social attitudes, interests, and concepts--based upon 
children's need to understand the commonplace, their 
inability to deal with the problems of past decades or 
centuries until age twelve (at the earliest), and the 
negligible amount of transfer of learning since it is not 
automatic. 1 
4. MOral Concepts 
Moral attitudes and behavior are learned. The 
learning of moral concepts involves parents, playmates, 
teachers, and the child's conformity to their moral codes. 
Extensive empirical research, independent of a priori con-
cepts of man's inclination to patterns of behavior, indi-
cates that a child is born nonmoral; his behavior is not 
guided by moral standards. A person acquires his con-
science and scale of values. 2 Hurlock indicates that 
. training in acceptance of social codes 
begins in the second year of life and must con-
tinue throughout all of childhood. The intel-
lectual development of the child requires that 
1. Wanda Robertson, An Evaluation of the Cultural Unit 
Method for Social~ducation (New York: Bureau o-f---
Publications, Teachers College, Columbia University, 
1950), pp. 139-41. 
2. Hurlock, Developmental Psychology, p. 108. 
the child learn moral behavior of "right" and 
"wrong" in terms of specific situations.l 
The child cannot apply abstract principles of right and 
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wrong. The why and wherefore of behavior requirements are 
beyond his maturity. A child makes his choice of right and 
wrong behavior in a specific situation on the basis of how 
he sees the consequences of his acts. 
Millard, after studying Piaget and other literature 
in this field, states three stages of moral development in 
the child: blind obedience, interpretation of rules, and 
interpretation of acts. The first stage of blind obedience 
does not involve concepts of morality. No shadings of 
action are possible. Through experience a child gains some 
understanding of the meaning of his acts for himself and 
for others. The second stage will emerge around nine or 
ten years of age. The child gradually realizes that rules 
may vary from time to time; circumstances modify situations. 
This is the beginning of the idea of the spirit of the rule 
rather than the rule itself. When the child's "capacity 
for identifying himself with others increases his acceptance 
1. ~-, p. 154. 
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of adult standards begins."1 As the child gains the ability 
to understand the implications of his act, including the 
appreciation of the necessity for punishment or atonement, 
the more mature stage of moral judgment is possible. Func-
tioning at this higher level of implication and consequence 
requires experience, understanding, considerable intel-
ligence, and the security of belonging that may give freedom 
to choose one's course of action. 
The child's growth in moral concepts may be judged 
from his behavior. The five-year-old does not distinguish 
right from wrong behavior. He takes his actions for 
granted or is "good" because he loves and wants to please 
his mother. 2 The differentiation between "right" and 
"wrong" is recognized only by the labels used by adults when 
the child is six years old. 3 However, the six-year-old is 
beginning to recognize "goodness" and "badness11 in his own 
acts. 4 The child may show a capacity to assume 
1. Cecil V. Millard, Child Growth and Development in the 
Elementary School Years (Rev. ed.; Boston: D. C. Heath 
and Co., 1958), p. 332. 
2. Gesell and Ilg, The Child from Five to Ten, p. 86. 
3. Hurlock, Developmental Psychology, p. 156. 
4. Gesell and Ilg, The Child from Five £.2_~, p. 126. 
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responsibility about big things but little ones cause 
trouble. Gesell and Ilg report that the concept of "mine" 
and "thine" has little more meaning ·at six than it did at 
two and one-half years. 1 At seven years of age some sense 
of ethical discrimination was noted. The child observes 
good and bad behavior in other children and even in him-
self. The wrongness of lying is of concern to him; however, 
his concern is beyond his intellectual capacity for honesty 
and "severe appeals to his honor" should be avoided. 2 
The eight-year-old is more aware of right and wrong 
being opposing forces. He needs help to see that they may 
be elastic in regard to age and intelligence; e.g., to 
allow for younger siblings. 3 He may admit wrongdoing 
amidst much alibing which itself shows ethical judgment.4 
However, when the child in late childhood is caught in 
wrongdoing, he is more likely to feel ashamed than guilty. 
The sense of obligation to behave on the basis of a moral 
code in the absence of punishment does not appear much 
earlier than adolescence. 5 Gesell has made these comments 
1. Ibid. , p. 127. 2. Ibid. , p. 135 . 
3. Ibid., p. 184. 4. Ibid., p. 162. 
5. Hurlock, Developmental Psychology, p. 198 . 
in regard to the child's understanding of moralizing by 
adults: 
Be it noted here that we cannot profitably 
discuss cooperation, loyalty, sportsmanship and 
comparable virtues in the abstract. These vir-
tues, to be sure, are primarily determined by 
general maturity factors, but they are finally 
manifested in specific attitudes which are 
patterned through numberless experiences in 
concrete situations at home and school and on 
the street. Through such acculturation the 
eight-year-old is steadily acquiring social 
aptitudes and social insights.l 
The nine-year-old may indicate he has rudiments of 
173 
a conscience. He can begin to think in terms of right and 
wrong. 2 At ten years of age the child's conscience is not 
strong enough to decide problems on the basis of ethical 
judgment. He may be preoccupied with problems of wrong. 
It appears that ethical development proceeds from the neg-
ative to the positive.3 He has begun to verbalize his 
moral concerns but finds it difficult to practice them. 4 
The twelve-year-old still arrives at his decisions regarding 
right and wrong rather spontaneously. 5 The complexity of 
weighing decisions may be faced by the thirteen-year-old; 
1. Ibid. 2. Ibid., p. 210. 
3. Gesell, Ilg, and Ames, Youth, p. 41. 
4. Ibid., p. 62. 5. Ibid., p. 134. 
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judgment becomes operative. His conscience is more a part 
of himself. He is becoming capable of seeing ethics in · 
general. 
The fourteen-year-old is deciding his own concept of 
what is moral and is recognizing the complexity of factors 
that produce the ethical code. He is able to make judgments 
in relationship to larger issues. He can begin to put one 
group in the perspective of another. He can see issues 
rather than judging everything in terms of himself. 1 At 
fourteen the youth is able to become aware of the problem 
involved in social judgments. Issues such as treatment of 
minority groups, discrimination, and exclusion may be dis-
cussed in terms of the generalized and abstract principles. 
Thus the growth of moral concepts is related to the 
child's developing concepts of persons, himself and others. 
The peer group relations of late childhood contribute to 
the child's moral concepts. In the give and take of his 
widening relations he is learning that different values 
exist. 
Blair and Burton, as do other authors, point up the 
need for adults to be aware of the difficulties children 
1. Ibid., p. 209. 
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face in arriving at a moral code because of the conflicting 
value codes they experience. 
First there is the inescapable difference 
between the value and sanction of the peer 
society and of the adult society. Second, 
adult society presents several codes, not 
merely between social classes and cliques but 
within a given class. Third, adults seem to 
use one set of values on one occasion, and 
change to a second for other occasions •••. 
Adults often label as bad, even as "sin," 
patterns of behavior which other adults take 
for granted as reputable. The school and 
home can aid growth in moral judgment by pro-
viding opportunity for making moral decisions. 
Discussion of moral values is worthless ••• • 1 
A study done by Jones with junior high youth and 
their teachers may help to point up the complexity of 
achieving moral judgment. Jones constructed a test involv-
ing sixteen situations of moral choice. Four possible 
solutions were provided for each situation. The test was 
taken by 177 seventh and eighth grade pupils and 159 
teachers and student teachers. A vast amount of difference 
in moral concepts could be seen from the answers. The 
teachers agreed on only two of the sixty-four responses. 
Ninety-seven per cent agreement was reached on ten other 
1. Blair and Burton, Growth and Development of the 
Preadolescent, pp. 85-86. 
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items. The teachers' and children's agreement on the same 
item was often wide, although sometimes close. In nine 
situations, 15 per cent indicated the same item as wrong, 
and another 15 per cent said the same item was right. 1 
In another article, Jones has related moral conduct 
and moral concepts. 
MOral conduct cannot grow ahead of the develop-
ment of moral concepts; moral concepts cannot 
develop in meaningfulness without increased 
experience and progress in the closing of the 
gap between concepts and conduct in a given 
situation.2 
Attention must be paid both to the concepts and conduct 
involved in specific situations. Hurlock has commented 
upon the continued instruction in moral behavior during 
childhood. 
Throughout the closing years of childhood teach-
ing the child what is right and wrong is just as 
important as it was during the early years of 
childhood. But the teaching should take a new 
form. Emphasis should be placed on explanations 
of why certain forms of behavior are acceptable 
while others are not and helping the child to 
1. Vernon Jones, "Ideas of Right and Wrong among Teachers 
and Children," Teachers College Record, XXX (March, 
1929), 529-41. 
2. Vernon Jones, "Child Development XIII. MOral Concepts 
and Conduct," Encyclopedia of Educational Research, ed. 
W. S. MOnroe (New York: The Macmillan Co., 1950), 169. 
broaden the specific moral concepts formed when 
he was younger into more generalized, abstract 
concepts of right and wrong.l 
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Mitton and Harris surveyed the literature on respon-
sibility in children. They indicated that although there is 
no scarcity of instruction on how training for responsi-
bility should be carried out, the research is meager 
compared to the "wealth of the literature of opinion." The 
research literature suggests that responsibility is an 
aspect of personality and seems to be intercorrelated posi-
tively with 11such aspects of adjustment as good family 
relations, good school marks, and leadership."2 
Several specific studies have been conducted to 
investigate children's judgment, often in comparison with 
Piaget's results. Durkin studied American children's 
judgments. She was interested in evaluating and extending 
Piaget's investigations concerning children's concepts of 
justice. The findings of her studies indicate "equity 
increases with age and does not appear related to intel-
ligence but it is hard to define with consistence the role 
1. Hurlock, Developmental Psychology, p. 199. 
2. Betty L. Mitton and Dale B. Harris, "The Development of 
Responsibility in Children," Elementary School Journal, 
LIX (1954), 268-77. 
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of intelligence in the particular kinds of justice con-
cepts." Piaget suggested that "children maintain with a 
conviction that grows with their years that it is strictly 
fair to give back the blows one has received,"1 the "eye 
for an eye" response. However, this was not a trend in 
Durkin's subjects' responses. The younger and older chil-
dren in Durkin's study tended to seek justice through an 
authority figure. When older children accepted reciprocity 
as a justice principle they did not "unanimously demand in 
turn, that it represent the mathematical equivalent of what 
was received."2 This failed to duplicate a Piaget finding. 
Older children were found to be able to seek to understand 
"mitigating factors" in the situation being judged. This 
growing understanding of a specific moral concept, judgment, 
and the older child's increasing awareness of multiple 
causation of factors is in keeping with the conceptual 
growth patterns in other fields which would contribute to 
maturity in judgment. 
1. Piaget, Judgment and Reasoning in the Child, p. 321. 
2. Mary Delores Durkin, "Children's Concept of Justice: 
A Further Comparison with Piaget Data," Journal of 
Educational Research, LII (March, 1959), 256. --
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5. Religious Concepts 
As of this writing, only a limited number of empiri-
cal studies concerning the religious concepts of children 
have been reported. The Character Research Project of 
Union College only recently made available the reported 
religious sayings of boys and girls involved in their 
Positive Potentials study. These sayings are classified by 
age and sex and topic, but to date there has been no attempt 
to publish any evaluative statement concerning these chil-
dren's religious concepts.l 
Hurl~ck, in commenting upon the young child's reli-
gious understanding, states that for the most part religious 
beliefs are meaningless to the young child. He does not 
understand abstractions, and, although he may learn reli-
gious words in parrot fashion he does not understand them. 2 
One empirical study attempting to understand the 
development of religious experience in children employed a 
projective technique involving art work. Harms felt that 
he might get through to the religious feelings of children 
1. Character Research Project, Children's Religious 
Concepts (Schenectady, N. Y.: Union College, Character 
Research Project, 1959), pp . 1-117. 
2. Hurlock, Developmental Psychology, p. 158. 
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and not remain only at the verbal and intellectual level 
of their understanding. Harms took the outstanding traits 
in the drawings of several thousand children and compared 
them on the basis of three age groups. He concluded that 
the religious concepts of children evolve in three stages. 
From three to six years is the stage of the "Fairy Tale 
Form of Religion." The child's concept of God is one of 
fancy and emotion and is not rational. From seven to 
twelve years of age is the "Realistic Stage of Juvenile 
Religion." By age thirteen an "Individualistic Stage of 
Juvenile Religion" may appear. In this latter stage the 
pictures indicated the highest degree of emotional sensitiv-
ity. The pictures in the individualistic stages could be 
classified into three groupings. There was a group which 
appeared conventional and conservative with almost no fan-
tasy. Another group showed more originality and an expres-
sion of personal views. A third group was classified as 
"most astounding."l 
The Gesell studies included notations of the reli-
gious concepts of the children and youth. The concept of 
1. E. Harms~ "The Development of Religious Experience in 
Children," American Journal of Sociology, L (1944), 
pp. 112-22. 
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God the Creator of the world, of animals, and beautiful 
things was noted in the six-year-old. He accepts God as 
Creator, although he soon will become skeptical and needs 
further explanation. He feels God must have a counterpart . 
He is developing a feeling of relationship to God and 
prayer is important. He believes they will be answered 
regardless of the request he makes. 1 
At seven he shows an increasing concern over God's 
place in the world. He is full of questions about God's 
and his own place in the world. He is losing his feeling 
of personal relationship to God and becoming a skeptic.2 
Gesell recorded that the chief religious interest at eight 
seems to be. related to the concept of heaven. This concern 
appears motivated by its being a place where one goes when 
one dies rather than the abode of God. 3 By nine years of 
age the child is a realist and shows a lack of interest in 
God and religion. He no longer enjoys fairy tales and may 
refuse to say his prayers. A few may persist in religious 
feeling. 4 The matter-of-fact interests continue in the 
1. Gesell and Ilg, The Child from Five £2,!!m,, pp. 128-29. 
2. Ibid. , p. 15 7. 3. Ibid. , p. 196. 
4. Ibid., p. 211. 
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ten-year-old. His is the world of "Now" and he wants facts 
about reality. He may say he believes in God but he does 
not think much about it. His concepts of God are beginning 
to receive the tests of his own experience and known facts. 
The ten-year-old who believes in God is "more apt to think 
of God as a spirit or an invisible man than as a real per-
son." He no longer blames God for things that happen to 
him such as an illness or misfortune. He feels a sense of 
relationship, maybe even partnership, with God. He may 
talk with him in prayer and even make up his own words. 1 
The eleven-year-old has begun to sort out legends. 
He does not think much about God, and if he does he is a 
spirit or imaginary person. He will pray even if he does 
not believe in God and comments that prayer is a good 
thing. 2 The twelve-year-old evidences much skepticism 
about religious matters. This is not to be interpreted as 
disinterest but as a concern with religious ideas. His 
concepts are very vague. He feels that he has some idea of 
how God wants him to act. 3 The thirteen-year-old indicated 
1. Ibid., pp. 64-65. 2. Ibid., p. 103. 
3. Ibid., pp. 137-138. 
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he believed in God but that it does not influence hLm per-
sonally because it does not enter his daily life. The 
thirteen-year-old indicates belief in God and said he felt 
less like God was "watching him" and more like He 11knew" 
what he was doing. 1 Doubt seems to be on the increase 
among thirteen-year-olds. He may not believe what he has 
been told, but he has not yet been able to work out a system 
of religious thought of his own. Those who are believers 
are serious about their practice of their faith. The four-
teen-year-old often admits he just does not know about 
religious matters. He often conceives of God more in terms 
of a "power over us" than as a person or spirit. The 
fourteen-year-old who indicated a belief in God felt that 
it did not affect his own behavior. 2 
Bose completed a rather extensive study with some 
2,500 children and youth between the ages of eight and 
eighteen "to discover the meanings that children associate 
with some concepts current in religious thinking and to 
measure the development in meaningfulness of these concepts 
with maturing youth."3 Sixty religious concepts were 
1. Ibid., p. 173 . 2. Ibid., pp. 212-13. 
3. R. G. Bose, 11Religious Concepts of Children," Religious 
Education, XXIV (1929), 831-37. 
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selected from the International Graded Lessons for juniors, 
intermediates and seniors, and some religious magazines and 
books. A multiple-choice test was given to 1,961 pupils 
ages eight to eighteen in twenty-two churches of major 
denominations. Bose's findings include the fact that the 
children had formed few concepts which could be classified 
as wrong ones on the basis of the Dictionary of Religion 
and Ethics. The children did not appear to be well 
acquainted with the meanings of "cue" words or phrases in 
their responses. There was a vagueness and confusion about 
them. The children were able to understand the words and 
phrases connected with specific days and places such as 
Christmas, Sunday, or church. 
. . • concepts signifying certain spiritual 
experiences such as conversion, Savior, 
Christian, reveal a vagueness and confusion 
which shows a lack of training and experience 
regarding life-situations summed up in these 
terms.l 
The junior children seemed to be able to interpret the terms 
as well as the seniors did. Only a very slight development 
in meaningfulness was noted with maturation. The group 
between eight and fifteen years showed the greatest growth 
1. Ibid. , p. 833. 
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in understanding; there was little evidence of growth after 
fifteen years of age. Bose concluded: 
Church school attendance seems to have no signif-
icant influence on the development of meaning. 
Those children who claimed short stay did as well 
as those of longer period •••• Boys in a boys' 
club given the test (who did not attend church 
school) had ratings only slightly lower than the 
ratings of regular church school attendants.l 
Bose did secure the mental age records on Terman tests for 
a number of the pupils who took the test. The coefficient 
of correlation between the mental age and the understanding 
of the "cue" terms was very slight. Bose suggested that 
this fact may be due to the "lack of religious education 
built around life situations and corresponding lack of 
religious interest." It is also interesting to note that 
a random sampling of the church school teachers indicated 
they were able to do only slightly better than their pupils 
had done on the test. Bose stated this among the implica-
tions of his study: 
If one's religious thinking is no better than 
his concepts the religious thinking of the chil-
dren studied is inadequate, vague, and confused. 
Children are unfamiliar with religious experience 
epitomized by various religious concepts current 
in religious thinking. Findings seem to indicate 
1. Ibid. 
the present church school is inadequate for 
religious development and that the teaching 
in church school to be effective must be 
centered in the interests and experience of 
the child.l 
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Kuhlen and Arnold obtained responses from 547 sixth, 
ninth, and twelfth graders concerning their religious 
beliefs. The adolescents were given a questionnaire with 
fifty-two statements representing various religious beliefs. 
The data obtained indicated that the religious beliefs of 
the eighteen-year-old group were different from the twelve-
year-old children's beliefs in a significant number of ways. 
"In fact, of the 52 statements included in this study, 
changes were great enough in 36 statements to be two or more 
times their standard errors." There were indications that 
the eighteen-year-old group had not yet reached a 11satis-
factory religious philosophy." In discussing the difference 
in response noted between the twelve- and eighteen-year-olds 
the authors comment upon the role of conceptual thought: 
• . • It would seem reasonable that they [the 
differences] are the result of accumulated 
experience in combination with increasing 
intellectual maturity which makes the adoles-
cent more capable of interpreting the environ-
ment of ideas and facts in which he is becoming 
1. Ibid., p. 835. 
increasingly immersed. Greater intellectual 
maturity might be expected to increase sensitiv-
ity to inconsistencies either among the beliefs 
and views an individual contacts, or between 
his already established beliefs and new learn-
ings. Also with greater maturity the adoles-
cent is more capable of abstract generalizations 
which might result in discarding some specific 
beliefs for more generalized ones.l 
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In realizing the normal growth of concepts from the specific 
to the more abstract generalization, Kuhlen and Arnold sug-
gest that it would be desirable "that the specific and con-
crete beliefs taught to children be beliefs compatible with 
the more abstract adult views, and not beliefs later to be 
discarded because of incompatibility."2 
There appears to have been more empirical research 
on the child's concept of death than any other specific 
religious belief. Gesell and his colleagues have reported 
the child's developing concept of death. At three years 
the child has little or no understanding of death. At 
four years old the child may verbalize the concept but has 
no understanding of its meaning. 3 The five-year-old was 
1. R. G. Kuhlen and Martha Arnold, 11Age Differences in Reli-
gious Beliefs and Problems during Adolescence," Journal 
of Genetic Psychology, LXV (1944), 297. 
2. Ibid., p. 298. 
3. Gesell and Ilg, The Child from Five~ Ten, p. 430. 
noted to take death in a matter-of-fact way. He seems to 
recognize the finality of death and takes it in stride. 
Gesell indicates that at five the child seems to link up 
the "facts that when you are old you die. 111 
The six-year-old begins to relate death to himself 
and wants to try to understand the causes of death. 2 At 
seven years of age he continues this interest but is more 
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detailed, thoughtful, and realistic. He has an interest in 
funerals and is able to understand the causes of death, but 
probably he is not capable of accepting it as a biological 
process. 3 Death is taken for granted unless it is someone 
close to him, when he is eight years old. 4 By ten years of 
age he may be able to understand that death is the result 
of failure in the biological process of life. Death may be 
seen as a natural phenomenon. 5 
Although the eleven-year-old takes death for granted, 
he is affected by the death of a grandparent, but even more 
so if a pet animal of his dies. He is changing his concepts 
1. Ibid., p. 87. 2. Ibid., p. 129. 
3. Ibid., p. 157. 4. Ibid., p. 186. 
5. Ibid., p. 432. 
-
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about what happens to a person when he dies. 1 The twelve-
year-old wonders about death as a part of the religious 
skepticism he is experiencing. 2 At thirteen years death is 
accepted as a fact that is remote and not a part of his 
immediate experience.3 In his fourteen's the youth seems 
little concerned about death.4 
Nagy, a psychologist in Hungary, did research con-
cerning the child's theories of death. She worked with 
378 children from three years to ten years of age. She 
noted three stages in the development of thought concerning 
death. The three- to five-year-old children denied death 
as a regular and final process. The distinction between 
living and not living has not been made. Children from 
five to nine years of age seemed to personify death. They 
relate death to a "death-man" who "does it," but when ques-
tioned give no answer as to why he does it. Around the 
ninth year the children began to indicate that death is a 
process which takes place in us and is inevitable. The 
child has gained a realistic conception of death.5 
1. Gesell, Ilg, and Ames, Youth, p. 103. 
2. Ibid., p. 137. 3. Ibid., p. 173. 4. Ibid., p. 212. 
5. Maria H. Nagy, "The Child's Theories Concerning Death," 
Journal of Genetic Psychology, LXXIII (1948), 3-27. 
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Parkhurst, commenting upon her discussions with 
children on the subject of death, writes that her findings 
agree with Piaget that there appears to be a turning point 
around seven and eight years of age when the child may 
begin progressive objectification about death. 1 However, 
Parkhurst reports on death and age, as follows: 
To adults, the concepts of Death and Old have 
a significant connotation which little children 
fail to grasp. Through my explorations I found 
that not until twelve do children generally have 
an awareness of the effect of age on the human 
body. And not until thirteen or fourteen do 
they appreciably connect age with death. Tommy, 
a child of four, connected death with age, but 
this was most unusual. Jeff was the only child 
interviewed who caught the deeper real meaning 
of old (the earth).2 
Although there are a number of resources in the 
field of religious education that indicate what religious 
concepts should be taught to children of different age 
levels, seldom have these been based upon empirical 
research designs. There is a paucity of experimental 
research concerning the religious concepts of children. 
It should be recalled that children's readiness for specific 
1. Helen Parkhurst, Exploring the Child's World (New York: 
Appleton-Century-Crofts, Inc., 1951), p. 202. 
2. Ibid., p. 192. 
concepts "cannot be derived from logical extrapolation 
but require[s] meticulous empirical research .•• ul 
1. Ausubel, Teachers College Record, LX, 249. 
191 
CHAPTER V 
CONCEPTS OF GOD IN THE BIBLICAL STUDIES UNITS 
A Christian understanding of God is one of the basic 
concepts of the Christian's faith. The church school is 
one of the main arms of the church for teaching the child 
and youth about the God in whom Christians believe. An 
analysis of the Closely Graded biblical studies units was 
made to determine what concepts of God are embodied in the 
church school sessions based upon this curricular material. 
Appendix III contains the two-page form which was 
designed as a tool to assist in a consistent means of 
handling data throughout the eleven years of courses.l 
Five nouns which imply the means through which God ex-
presses his activity were selected as concepts of God. 
1. A form analysis seemed a necessary tool, although its 
limitations need to be recognized. Often there is no 
sharp division between concepts. God's acts as pro-
vider of food are related to his acts of the creation 
of seed, the earth, men who plant and harvest, etc. 
For the purposes of this analysis the concept that 
was judged to be the most obvious for the age child 
was selected. 
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God is Creator, Provider, Revealer, Redeemer, and Sanc-
tifier.1 Each theme is a phase of the Christian's 
understanding of the God of his faith. 
1. Creator 
The Christian understanding of God asserts "in 
the beginning God " The Bible begins with the 
creation stories. God is Creator. Selected as references 
to the concept of God as Creator were those acts of God 
that would involve tenses of the verbs to make, to form, 
to construct, to create, and to sustain. 2 
1. "Foundations of Christian Teaching in Methodist 
Churches," the first report to the Curriculum Com-
mittee of the Board of Education, prepared by a sub-
committee representative of the three Divisions of 
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the Board, was used to guide the content headings of 
the forms. Chapter IV of the report presents 11The 
Gospel the Church Proclaims." Two sections of the 
chapter focus on God: first, the nature of God; second, 
the nature of God's work. In these two sections the 
Christian understanding of God is set forth in the 
Trinitarian affirmation of God as Father, Son, and Holy 
Spirit. The character of God's work is summed up in 
"five words which denote in general the ways God works." 
These five words are (1) creation, (2) providence, 
(3) revelation, {4) redemption, and {5) sanctification. 
The form was based upon these five words changed into 
proper nouns that describe not only what God does but 
who he is. The nature of God is seen through what he 
does. 
2. In using words to define concepts it should be kept in 
mind that this analysis is not a "word" study nor count. 
Understanding the nature of concepts, the analysis was 
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The biblical studies units were not found to contain 
the Creator theme as an organizing concept. Every course, 
however, does contain some references to God's creative 
acts. 1 The most concentrated concern for the Creator con-
cept was found in the approach used in Course IV in the 
unit "The Book of Psalms and Our Hymnal." 
It is primarily through scripture verses and stories 
which maintain the biblical language and character of God's 
not limited to the words in the definition, but included 
other words which could be included in the abstraction 
and appropriately applied to the concept. 
The idea of a "plan" of God is noted with the 
Creator concept and also will be seen with the concept 
of God as Provider. The context of the idea in the 
session was used to guide the concept category selected 
in each instance. God creates a plan, and he also pro-
vides a plan. 
1. References to the materials in the Closely Graded 
Courses have been footnoted in the following manner: 
Kindergarten units are designated by the age group, 
unit, and session; e.g., 4 years, 2, 9 . This indicates 
the reference may be located in the 4-year-old course, 
unit 2, session 9. Primary and Junior courses are 
designated by the course number, unit, and session; 
e.g., IV, 8, 2. This indicates the reference may be 
found in Course IV, unit 8, session 2. Junior High 
materials are designated by the Course, part, unit, and 
session; e.g., IX, 2, A, 1. This indicates the refer-
ence may be found in Course IX, part 2, unit A, session 
1. Materials, unless otherwise noted in the text, are 
limited to those found in the plans of the session and 
may be located either in the pupil's or teacher's book. 
195 
acts that God's creative activity is to be taught. 1 The 
idea of man and God working together as co-creators in 
some phases of life was not noted until a brief mention 
was seen in a single session in Course IX. In the same 
unit of Course IX, God's creation of a moral world with the 
universe built upon dependable laws is an· idea that receives 
brief mention. There is a perceptible use of past tense in 
scripture verses, as "He has made everything beautiful," 
and "God made the heavens and earth," and little discernment 
1. As concept notations were made on the form, the media 
through which the concepts are to be conveyed were also 
noted. Where it is felt that the reader might be aided 
in understanding concerning the teaching of the noted 
concept, the method of its presentation is included in 
the text. The reader may then consider if a concept is 
being taught through an effective medium; e.g., if 
the concept is noted only in the teacher's prayer or in 
a verse of a song, one might raise questions concerning 
the effectiveness of this medium to concept formation 
and attainment. 
Abbreviations used to denote teaching methods: 
A activity p picture 
Av audio-visual Po poem 
c conversation Pr prayer 
D discussion Sc scripture 
Dr drama So song 
G giving project St story 
Ga game Q question 
In instruction Wo worship 
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of that which would present the idea of a continuing 
creation such as this single interpretation in a teacher's 
guide stating, "God always has been and always will be 
creator and father of us all," in reference to Psalm 90: 
1-3. 1 
i. Kindergarten Units 
In their second unit, four-year-old children find 
the use of the scripture verse "He has made everything 
beautiful in its time."2 In this unit, "Wonders in God's 
World," the three sessions designated as "biblical" 
mentioned "God's world" once, through the conversational 
method. 3 God's plan is referred to once in a story where 
it is suggested that "God's plan for flowers is that they 
grow from seeds and bulbs. 114 The other notations in the 
unit referring to God the Creator were scripture verses: 
"God covers the heavens with clouds, prepares the rain for 
earth, and makes the grass grow upon the hills,"5 and 
"Thou art very great."6 In unit three of the same course, 
1. IV, 7, 5. 2. 4 years, 2, 9. 
3. 4 years, 2, 9. 4. 4 years, 2, 9. 
5. 4 years, 2, 11. 6. 4 years, 2, 11. 
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two sessions contain scriptural references about creation: 
"He hath made everything beautiful in its time,"1 and "The 
2 
earth is full of thy creatures." It is interesting to 
note how the first reference to "how manifold are thy 
works"3 is interpreted when it is used in the next session--
"0 Lord, how manifold (wonderful) are thy works."4 One 
instructional reference to "God's plan" was apparent in a 
discussion of the seasons. 5 
The biblical units for five-year-old children seem 
to contain only three references to the creative activity 
of God. A unit on "Stories about Jesus" in one session 
uses the scripture "God has made everything beautiful in 
its time" when talking about flowers. 6 "God made stars 
(great lights), sun, and moon," is mentioned in a story in 
a later session. 7 Conversation with the children includes 
"we give thanks to thee, 0 God" after talking about 
spring. 8 
1. 4 years, 3, 12,13. 2. 4 years, 3, 13. 
3. 4 years, 3, 12. 4. 4 years, 3, 13. 
5. 4 years, 3, 13. 6. 5 years, 4, 1. 
7. 5 years, 4, 3. 8. 5 years, 4, 5. 
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ii. Primary Units 
The first grade children have a unit on "Jesus, the 
Friend" which comes at Easter time. A poem in the teacher's 
guide mentions the mystery of the bulb becoming a lily as 
1 being a part of God's plan. Two weeks later, on Easter 
Sunday, the teacher is to indicate in conversation that the 
2 lovely flower reminds us of God's plan for growth. In a 
later unit on "Children of the Bible," the scripture verse 
"the hearing ear, and the seeing eye, the Lord hath made 
even both of them," is used in four sessions. 3 The first 
two sessions of the unit, in which the story of Abraham 
and Isaac is told, use the phrases "in the beginning God 
created the heavens and earth," and "God gives new life" 
in a song to be sung once.4 
Course II, for seven-year-old children, frequently 
has reference to the Creator concept. In a unit on "We 
Remember Jesus the Teacher" two scripture verses are used 
that refer to the Creator concept: "The earth is full of 
thy riches," and "This is the day which the Lord hath 
1. I, 4, 3. 2. I, 4, 5. 
3. I, 6, 3,5,6,7. 4. I, 6, 2. 
199 
made."1 In the first session, "Jesus Teaches about Growth," 
the phrase "God of the Universe" is used in a story and a 
prayer . The story mentions that 11God has made small seeds 
grow into wonderful plants."2 In a latter session on 
"harvestime" in Palestine, the Hebrew prayer "blessed be 
Thou, 0 Lord God of the Universe, who brings bread out of 
the earth,"3 is used as a prayer in the second grader's 
worship service. The same prayer is repeated in one ses-
sion of the next unit. 4 A poem to be used with conversa-
tion was noted to mention "God planned life in the seed to 
grow. uS 
Course III, for the third grade children, has two 
biblical units that appear during the summer quarter. The 
unit on "The Land Where Jesus Lived" begins with Old Testa-
ment persons appreciating God's creation: "O Lord, how 
manifold are Thy works. In wisdom has Thou made them all. 
The earth is full of Thy riches." Scripture conveys the 
idea that God made the heavens and the great lights; the 
sun to rule by day and the moon and stars by night. "The 
heavens declare the glory of God," appears in a story. 6 
1. II, 6, 2,3,6,7,8. 
4. II, 7, 1. 
2. II, 6 , 1, 2. 
5. II, 7, 2. 
3. II, 6, 8. 
6. III, 7, 1. 
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A phrase, "God made the earth," is used in a song which is 
to be sung once. 1 Another story includes the thought that 
"God makes seeds so that they will grow."2 The story 
medium is used again to carry the scripture idea that "by 
understanding God made heaven and the great lights."3 A 
second biblical unit in the summer quarter is entitled 
"Finding Out about the Bible." It contains the creation 
story. 4 A verse of a song mentions that God created the 
air, sky, sea, light, grass, flower, fruit, tree, day, and 
night. 5 Through scripture these ideas are presented: God 
"causeth grass to grow and herb"; "bringeth forth food"; 
"appointed moon for the seasons, and made great lights." 
"The earth is full of thy riches, and in wisdom God made 
them all. 116 Through the story the children are to hear 
that God made winter and summer and prepared the light and 
the sun. 7 
iii. Junior Units 
The fourth grade's three biblical courses were noted 
to mention the Creator concept in eleven out of twenty-four 
1. III, 7, 2. 
4. III, 8, 2. 
7. III, 8, 3. 
2. III, 7, 3. 
5. III, 8, 2. 
3. III, 7, 4. 
6. III, 8, 2. 
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sessions. The unit "Learning to Use and Enjoy the Bible" 
begins with these scripture references: "In the beginning 
God created the heavens and the earth"; and "Have we not 
all one Father? Has not one God Created us all?"1 "He 
that hath made us" is mentioned in the fourth session, and 
the seventh session dealing with "The Songs of the Hebrews" 
uses scripture referring to the "heavens are telling," "by 
understanding God made the heavens," and "God made the sea 
- 2 
and the dry land." All five of these Creator references 
were noted as being set in biblical times and no explana-
tion of them was evident to interpret God as Creator. 
God's acts in nature are again used for scripture 
references in the unit on "Exploring and Using Our Bible." 
The following statements appear in a session on "Stories 
and Songs in the Bible Jesus Knew": "All that is in the 
heavens and earth is thine"; "Thine is the Kingdom, 0 Lord"; 
3 
and "Thou rulest over all." A prayer suggests the thought 
that God created the universe and all that is in it . 4 In 
a worship service, the phrase "the Lord, Our Maker" was 
noted. 5 In the unit entitled "The Book of Psalms and Our 
1. IV, 1, 3. 
4. IV, 4, 3 . 
2. IV, 1, 7. 
5. IV, 4, 5. 
3. IV, 4, 1. 
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Hymnal," continuation of scripture references related to 
nature was noted. This is the unit which was found to con-
tain more content relative to the Creator concept than any 
other unit in the closely graded courses. Each of the five 
sessions in the unit was found to incorporate at least one 
reference to God's creation. The song "This Is My Father's 
World" was suggested for two sessions. 1 One of the stories 
mentions that when one sees the creations of God he often 
feels like singing. 2 An outdoor trip to experience God's 
wonder is suggested. 3 Many scripture verses referring to 
God's creation, which had been used with the children in 
previous courses, are featured in session three. A View-
Master with slides of nature is to be used. Throughout the 
eleven courses this was the only unit noted to suggest the 
use of audio-visual aids in the form of slides and activ-
ities which were explicitly motivated by the concept of God 
the Creator. A scheduled activity is the drawing of a 
mural of God's creation. Through story and poem thanks are 
given to God for water, flowers, trees, sunshine, moon, and 
the singing of the birds, wind, and bee. 4 The concept of 
1 . IV , 4 , 1 , 3 . 
4. IV, 7, 3. 
2. IV, 4, 2. 3. IV, 4, 2. 
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all obeying God's laws is mentioned briefly in a story and 
poem but no explanation accompanies the idea. 1 The next 
week's plan calls for a wonder table and for the children 
to list twenty-five works of God from Psalm 104. The 
scripture "the earth is the Lord's and the fullness thereof, 
the world and those that dwell therein; for he has founded 
it upon the seas and established it upon the rivers," is 
presented. 2 In the last session of the unit, this sentence 
appears in the teacher's guide to explain Psalm 90:1-3: 
"God always has been and always will be creator and father 
of us al1."3 The session does contain questions which the 
teacher is to ask the children so that they can relate 
their experiences in nature to God. TWo were noted: One 
asks, "What have you noticed in the outdoors that led you 
to think of God?" Another asked if they have had the 
experience of wonder from looking at the stars. 4 
Course V begins with a unit entitled "The Homeland 
of Jesus." In three of the unit's eight sessions inciden-
tal references were introduced through a great variety of 
media. The following ideas were mentioned by writers of 
1. IV, 7, 3. 
4. IV, 7, 3. 
2. IV, 7, 4. 3. IV, 7, 5. 
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the stories: "God, the Great Planner, set the moon in the 
heavens,"1 "created the fruit of the vine," and "causes the 
earth to yield fruit for all."2 Suggested prayers included 
the information that God appoints the seasons to come and 
3 go, makes the fruits of the earth, and ministers to man; 
and the petition "may we find thee in the beauty of thy 
world."4 The majesty of God the Creator was noted in one 
5 instructional type sentence. Scripture verses included 
that God spread out the earth upon the waters and made the 
great lights: sun by day and moon by night. 6 God is 
addressed through the terms King of the Universe, God of 
Heaven, and Our Maker . 7 Session two, "A Land Which Makes 
the Hebrews Think of God," refers to the Hebrew people of 
the Old Testament and uses two scripture references with 
time dimensions: "From everlasting to everlasting Thou 
art God," and "A thousand years in thy sight are but as 
yesterday."8 
The ten-year-old boys and girls study the longest 
biblical unit, sixteen sessions, entitled "The Life of 
1. v, 1, 1. 2. V, 1, 3. 3. V, 1, 6. 
4. V, 1, 1. 5. v, 1, 2. 6. v, 1, 6 . 
7. V, 1, 6. 8. V, 1, 2. 
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Jesus." Random references were assigned to the Creator 
theme, although the unit cannot be said to bring into 
focus the concept. Three sessions include a song with the 
phrase "God made us."1 Worship in the first session 
includes reference to three psalms. These familiar phrases 
appear: 
The heavens are telling the glory of God; and 
the firmament proclaims his handiwork. (Ps. 19:1) 
The earth is the Lord's and the fullness 
thereof, the world and those that dwell therein; 
(Ps. 24:1)2 
The scriptural phrase uthe Lord who made heaven and earth" 
is in a later worship service. 3 A prayer contains expres-
sions of thanks for the "beautiful, wonderful world he has 
made. "4 
"Jesus seemed very sure that God's love and power 
were a part of the universe, 11 is a sentence included in a 
story about the boy Jesus in the outdoors. 5 A poem, "Men 
of Good Will" by Julia C. Cory, included in the teacher's 
guide, mentions "the world was made" for the purpose of men 
to be in harmony with God but does not indicate God was the 
one who made it. 6 
1. v, 4, 12,13,14. 
4. v' 4' 14. 
/ 
2. V,4, 1. 
S.V,4,1. 
3.V,4,3. 
6. v' 4' 14. 
Course VI appeared to contain but three allusions 
to God the Creator. The song with the phrase "God made 
us" is to be sung once. 1 "Abraham praised God for the 
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"gift of night and day and seasons," and the fact that God 
established His Law was noted in a story. 2 
iv. Junior High Units 
The seventh graders begin with a study on "How We 
Got Our Bible" and reference is made to "the law." Only 
through very indirect implication could the Creator con-
cept be assumed from this statement: 
Jesus found in this part of the Scripture (the 
Law) the story of the development of laws people 
must live by in order to get along with each 
other and in order to make progress as God had 
intended them to do.3 
A story about the beginnings is presented and includes the 
sentence, "nomadic Hebrews told stories about their wander-
ings and about God their Creator."4 
The twelve-year-old youth are referred to the "Songs 
of Thanksgiving" as they begin their second unit which is 
entitled "Using Your Bible." Psalm 29 is suggested for 
1. VI, 1, 7. 2. VI, 1, 3. 3. VII, 1, A, 1. 
4. VII, 1, A, 2. 
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pupil reading to sense the description of the storm. These 
additional references are used: "From everlasting to ever-
lasting Thou art God."1 "It is he that hath made us; We 
are his . " 2 "Thou hast formed the earth and the world. ,.3 
Eighth grade youth would hear the Creator concept 
only through story form in the first session of the unit 
on "The Story in the Bible." Included in the story is the 
biblical account of creation in which the Lord God made 
heaven and earth and the beasts and the birds and planted 
the Garden of Eden. Then God took clay into his hand and 
made a man and breathed into his nostrils the breath of 
life. In time God made the rainbow for man. The suggested 
emphasis is to be placed upon the fact "in the beginning 
God." There appeared to be no approach to an interpreta-
tion of the story except that it was one told around the 
"Desert Campfire" by "Hebrew Ancestors" (the session 
title). 4 
Course IX begins with a biblical unit on "Adventures 
in Religious Discovery." As the prophets are presented to 
these fourteen-year-old youth, mention is made that God 
1. VII, 1, A, 2. 
4. VIII, I, A, 1. 
2. VII, 1, B, 2. 3. VII, 1, B, 6. 
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"created a moral world."1 "It isn't man by himself, or 
God by himself, but man and God working together who will 
build the Kingdom of God," is introduced as a concept with 
2 the session on "The Coming of a Messiah." In the review 
chapter of the unit, notation was made of the fact that 
"the universe that has been created by God is founded upon 
dependable laws."3 This is the first noted mention of a 
"dependable universe." 
2. Provider 
God's creative activity is continued in his works of 
Providence, those acts of God that would involve tenses of 
the verb to make or order outward events that affect life 
and welfare. The Christian's understanding of God includes 
the concept of God the Provider sustaining his creation, 
caring for man, and meeting man's needs. Each course level 
provided material in its biblical units to be included in 
the analysis of this concept. A study of the analysis 
indicates that the prayers included in the units are the 
major means through which this concept is presented to the 
children and youth. Extensive use of the Provider concept 
1. IX, 1, A, 7. 2. IX, 1, A, 12. 3 . IX , 1 , A , 13 . 
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in the prayers of Course V results in this course contain-
ing the most frequent presentation of the concept. Course 
III and Course II are second and third in frequency of the 
concept presentation. Scripture verses and stories are the 
other main methods of presenting God as Provider. 
Six types of groupings seemed to emerge out of a 
survey of all the references which had been classified in 
the Provider category. The most prevalent approach to God 
the Provider is through prayers in which thanks are 
expressed. Petitional prayers which have been written so 
that they express, on behalf of the pupils, a need for 
help from God are next in number of occurence. In the 
"thank you" prayers it is usually only by implication that 
God is the Giver . In the second largest grouping, explicit 
made Of God who is the Giver, or of his gift. mention is 
d ' love and care was selected as another Expression of Go s 
h t th Concept Infrequent mention was obvious approac 0 e · 
d f t
he provision by God of a plan for nature or man 
note o 
1 Sense which would relate In an instructiona 
or history. 
· l'S ownexperience, an explicit expression of 
tO the 'QU'Q'l. 
ki "th God to provide for men was of ro.anwor ng w::L 
h concet>t 
t e the four-year-old kindergarten 
once· n 
noted onlY 
material, it was stated that "doctors work with God to 
care for us."l Most of the remaining references could be 
grouped under acts of providence by God for biblical per-
sons or in biblical situations, although it is recognized 
that some of the previous groupings would include events 
in the biblical time dimension. The following report of 
the course analysis by departments is written to follow 
these apparent groupings. 
i. Kindergarten Units 
The spoken or sung "thank you" prayer, with only 
two exceptions, is the means of presentation of God the 
Provider to the four-year-old child. The following items 
are what are included in the prayer or sung, usually used 
at the close of a morning session. Thanks are spoken to 
God for: 
the day, people, and Christmas time; 2 
Jesus and the beautiful things of Christmas;3 
happiness of the glad Christmas time;4 
Christmas;S 
1. 4 years, 2, 8. 2. 4 years, 1, 10 . 
3. 4 years, 1, 11. 4. 4 years, 1, 12 . 
5. 4 years, 1, 12. 
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for every good thing;l 
fun, story time, church, friends;2 
happy homes and good times with friends at 
church and fun with families at home;3 
the Bible stories that tell about Jesus;4 
friends;S 
happy times;6 
spring;7 
the fact that people grow, happy times, and 
fun we will have in the five year olds.8 
Once it was suggested to have "a thank you prayer."9 Two 
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instructional type phrases, "doctors work with God to care 
for us,"10 and it is God's plan that "people live together 
happily" are the only exceptions to the thank you prayer 
approach in the thirteen biblical sessions from which 
materials appeared in this concept analysis. 
The five-year-old kindergarten child continues to 
be exposed to the idea of God the Provider through the 
"thank you" media. Prayer, scripture verse, song, story, 
and conversation are the ways used to express thanks to 
God for: 
1. 4 years, 1, 13; 2, 9; 4, 13. 2. 4 years, 2, 7. 
3. 4 years, 2, 11. 4. 4 years, 4, 10. 
5. 4 years, 4, 11. 6. 4 years, 4, 12. 
7 . 4 years, 4, 13 . 8. 4 years, 4, 13. 
9. 4 years, 2, 12. 10. 4 years, 2, 8. 
family, loving care, and ways to help each 
other; (Pr.) 1 
Christmas; (Pr.)2 
meal at table; (Pr.)3 
for early spring flowers; (Pr.)4 
stars; (Pr. )5 
spring; (Pr. ) 6 
neighbors, and families to help one 
another; (C. ) 7 
for every good thing; (So.)8 
what children name and church and happy 
times and growing bigger. (Pr.)9 
The unit just previous to promotion into the first grade 
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class stresses the children's growing bigger. The children 
are told that God gives food, rest, sunshine, mothers and 
fathers to help boys and girls grow. God is to be asked 
to "help us do what is right and good as we grow bigger."10 
God's plan that "babies grow into boys and girls" was 
noted in a unit on their growing as Jesus grew.ll 
1. 5 years, 1, 1. 2. 5 years, 2, 4. 
3. 5 years, 4, 1. 4. 5 years, 4, 3. 
5 . 5 years, 4, 3. 6. 5 years, 4, 5. 
7. 5 years, 5 ' 10. 8. 5 years, 6, 11. 
9. 5 years, 6, 13. 10. 5 years, 6, 11. 
11. 5 years, 6, 13. 
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ii. Primary Units 
The thank you prayers in Course I are all for 
Jesus; some for him as a baby in the Christmas sessions, 
and twice as a man. 1 Although not in prayer form, the 
thought of thank you for grandfather and grandmother, and 
stories of Bible children was noted in one song; 2 while 
the phrase "give thanks to God for spring is here" appears 
in another song. 3 One session for the six-year-olds 
contains the petitional prayer "help us."4 The idea that 
"God never fails to help those who need him and ask" is 
presented through a biblical character who makes the 
statement in a story after he has been with Jesus.s 
The first grade course contains an eight session 
unit on "The Children of the Bible." The scripture verse 
"Children are a heritage of the Lord" is introduced in the 
third session and used again in some of the other sessions 
of the unit. 6 Only in the introductory use is the word 
"heritage" followed by the word "gift" to give an inter-
pretation of meaning. In session four there is a statement 
1. I, 4, 3; 4, 4. 
4. I, 4, 2. 
2. I, 6, 4. 
5. I, 4, 3. 
3. I, 6, 1,2. 
6. I, 6, 3,4,5. 
that "Children are a gift of God," and that "God gave 
Joseph sons." 
A song used in session two has a phrase that "God 
gives joy and cheer." In this same unit, the six-year-
old should hear of God's love and care through song, 
scripture, and story. The scripture verse "fear not for 
I am with thee and will bless thee," is introduced in the 
session on Isaac. 1 The verse is used again in theses-
sion which tells about Ephraim and Manasseh. 2 The verse 
is set to music and is to be sung in all but one of the 
remaining sessions.3 
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An earlier unit for first graders, "Jesus the 
Friend," includes the phrase "God's loving care" in a 
song,4 and the scripture "love is of God" receives mention 
once. 5 God's care for the lily is stressed in the session 
which reviews the stories of Jesus and Zaccheus, the man 
at the pool, at Peter's house, and Mary and Martha, while 
it is stated that Jesus told stories that made people 
understand how God loves them. 6 
1. I, 6, 1,2. 
4. I, 4, 1. 
2. I, 6, 3. 
5. I, 4, 3. 
3. I, 6, 4,6,7,8. 
6. I, 4, 5. 
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Course II contains four biblical units in which the 
concept of God the Provider was noted. The references are 
many and varied. Probably the most concentrated approach 
to this concept is to be seen in the summer unit on "God's 
Plan for Daily Needs." The Palestine setting of Jesus' 
day is the main place in which God meets the needs. 
The "thank you" expressions to the Provider are 
found throughout the sessions of all four units. They are 
for: 
good food; homes; happy play; strong, live 
seed; wind and sun and rain; men who work that 
food may grow; and for bread. Thanks be to God; 
he has not failed us; (St.)l 
good and pleasant gifts; (Pr.)2 
nose, ears, hands, and your beautiful 
world; (Po. )3 
Sunday; (Pr. ) 4 
kindly friends; (Po.)S 
food that makes us strong; (Pr.)6 
clothes I wear; (In.) 
loving care each day; (Pr.) 
food we eat, clothes we wear; (Pr.) 
families and homes; (Pr.) 
all people who show your love. (Pr.)7 
1. II, 6, 8. 2. II, 6, 2. 3. II, 6, 4; 6, 7. 
4. II, 6, 6. 5. II, 6, 8. 6. II, 7, 2. 
7. II, 7, 4. 
The Giver and gift aspect of this concept for the 
seven-year-olds is seen in these references in which God 
provides: 
bulbs that are alive and growing. (Pr.)l 
minds with which to think. (In.)2 
feelings deep inside ourselves to help us to 
know right from wrong. (In . )2 
freely all things to enjoy. (Sc.)3 
great things for us. (Sc.)4 
golden sunshine, rest at night, beautiful 
world, sun and blue skies, wind in the grass, 
birds in the trees, bright butterflies. (Po.)S 
friends and room for Elisha. (St.)6 
bread. (St. ) 7 
wheat for bread and poppies to enjoy. (St.) 
food for families. (St.) 
children. (St. ) 7 
a beautiful country where we are free and 
safe . (In.) 
a land flowing with milk and honey. (St.)8 
rain to make the earth soft for seed. (In.)9 
us this day our daily bread. (Sc.)lO 
food for all. (Pr.) 
earth and sun and crownest the year with 
goodness; visits to the earth and waters it 
makes it soft with showers; and provides food 
in due season. (St.)ll 
Petitions for God's help are offered through 
prayers. The requests offered on behalf of the seven-
1. II, 2, 1. 2. II, 4, 2. 3. II, 6, 2,8. 
4. II, 6, 2. 5. II, 6, 8. 6. II, 6, 6. 
7. II, 6, 8. 8. II, 6, 9. 9. II, 7, 1. 
10. II, 7' 2. 11. II, 7, 3. 
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year-olds seek help to: 
remember to take care of the bulbs;l 
be like Jesus;2 
show our love at all t~es;3 
remember that if we have your (God's) love 
within our hearts we shall meet unfriendliness 
with friendliness;3 
remember the teachings of Jesus;4 
be willing to do little friendly things for 
all who need us;4 
be friendly and fair;5 
remember to be helpful when we are at the 
store and market.5 
The love and care which God provides is suggested in 
these ways: 
His loving kindness endureth forever. (Sc.)6 
God watches all little children with tender 
care. (Po. ) 7 
God cares for Mary and John no matter what 
happens. (St.)7 
With tender loving care God sends food to 
children everywhere. (So.)8 
God's love seemed so close to them as father 
touched the Mezuzzah and repeated the words. 
(St. )9 
God sends love to children everywhere. 
(So.) 10 
That God has a plan by which he provides was men-
tioned in an early session. "God has a plan that plants 
1. II, 2, 1. 2. II, 2, 4 . 3. II, 4, 4. 
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4. II, 4, 5. 5. II, 6, 5 . 6. II, 6, 3 ,5 , 7 . 
7. II, 6, 9. 8 . II, 7, 2 . 9. II, 7, 3. 
10. II, 7, 4. 
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grow from little seeds."1 The last biblical unit in 
Course II is entitled "God's Plan for Daily Needs." In 
this unit of four sessions, direct mention of "God's plan" 
was noted once in each of three sessions. The first ses-
sion is focused on bread and its production in Jesus' day. 
It is suggested that the teacher say: 
We have talked about bread, but what are some 
of the other good foods God, our Father, has 
planned for us to eat so that our bodies will 
grow stronger and taller?2 
The phrase "God planned it so" was seen in a song. God's 
plan for daily food was noted in an instructional type 
sentence in the last session.3 
Course III, for eight-year-old boys and girls, 
continues the pattern of offering thanksgiving to God. 
The following items were suggested ones for which the 
children are to give thanks: 
Christmas; (Pr . )4 
Jesus, happy Christmas time; (Pr.)S 
Jesus; (Pr. )6 
friends; (Pr.)7 
friends; (write own prayer)8 
God's goodness; (St.)9 
1. II, 2, 1. 2. II, 7, 1. 
4. III, 2, 3. 5. III, 2, 4. 
7. III, 6, 3. 8. III, 6, 5. 
3. II, 7, 4. 
6. III, 4, 5 . 
9. III, 6, 6. 
friends ; (So . ) 1 
David stories; (Pr.)l 
for whatever something lovely pupils have 
seen or felt (in own words and to self through 
prayer)2 
for being our Father and caring for us 
always; (Pr. )3 
for Bible stories fine and true; (Pr.)4 
our homes and friends that visit; (Pr.)5 
lovely colors and my eyes; (Pr.)5 
Bible. (So. )5 
God's gifts were noted to be: 
1. 
3. 
5. 
7. 
9 . 
11. 
13. 
peace among men with whom he is well pleased; 
(Sc. )6 
a Happy New Year; (So.)7 
the promise of spring; (Po.)8 
the year: ice, snow, cheeks, eyes, frosty 
windows, coasting, spring, summer, and fall; 
(So.) 9 
life to all, wonderful life that cannot 
die; (So.)lO 
all things; (St., Pr.)ll 
bread from the earth; (St.)l2 
gladness in my heart; (So.)l3 
health; (St. )14 
III, 6, 6. 2. 
III, 7, 4. 4. 
III, 8' 5. 6. 
III, 2, 5. 8. 
III, 
III, 
III, 
III, 
III, 4, 1. 10. III, 
III, 6, 6. 12. III, 
III, 7 ' 1· , 8' 1. 14. III, 
7, 1. 
8, 2 . 
2, 2,3,4. 
4, 1,2,3,4. 
4, 5. 
7' 1. 
7, 2. 
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life to seed; food and fresh water to drink 
for man and beast; (St.)l 
grass for cattle; (St.)2 
every plant, tree, fruit, seed for man's 
food; (St.)3 
bread, water in well. (c.)4 
Reference was made to Psalms 65:9-13 and 66:4: 
Thou visitest the earth and waterest it, 
thou greatly enrichest it; 
the river of God is full of water; 
thou providest their grain, 
for so thou hast prepared it. 
Thou waterest its furrows abundantly, 
settling its ridges, 
softening it with showers, 
and blessing its growth. 
Thou crownest the year with thy bounty; 
the tracks of thy chariot drip with 
fatness. 
The pastures of the wilderness drip, 
the hills gird themselves with joy, 
the meadows clothe themselves with flocks, 
the valleys deck themselves with grain, 
they shout and sing together for joy. 
All the earth worships thee; 
they sing praises to thee, 
sing praises to thy name. 
The prayers written for the eight-year-old have him 
request help from God to: 
get ready for Christmasi5 
to love you [God] more;O 
1. III, 7, 3. 2. III, 7, 5. 
4. III, 8, 3. 5. III, 2, 2. 
3. III, 8, 2. 
6. III, 4, 1. 
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to find ways to show your love to others; 1 
remember what Jesus has commanded;2 
be good friends during the coming weeks43 
be true and kind and always do my part; 
be patient, keep promises) and to be helpful 
to weak and helpless people.~ 
be stronger.6 
know there is food;7 
do work.7 
One request is made through a song that asks for help "to 
be true and kind and always to do my part."8 
The Old Testament is used for reference to God's 
love and care, and most of the references are kept within 
the context of the Old Testament settings. In one of the 
stories it is mentioned that God delivered David from a 
lion, a bear, and Goliath. 9 The following phrases in 
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Course III were assigned to this concept of God's love and 
care: 
1. 
4. 
7. 
10. 
13. 
The Lord be with thee and me forever. (St.)lO 
His loving kindness endureth forever. {Sc.)ll 
Thy loving care has made this earth of ours. (So.)l2 
His mercy is everlasting. (St.)l3 
III, 4, 1. 2. III, 4, 5. 3. III, 6, 1. 
III, 6, 1. 5. III, 6, 5. 6. III, 6, 6. 
III, 8, 5. 8. III, 6, 6. 9. III, 6, 1. 
III, 6, 6· , 7, 4. 11. III, 7, 4. 12. III, 7, 2. 
III, 7, 3 . 
The fact that "God planned well for his children" is men-
tioned briefly in the last biblical unit of Course III. 1 
iii. Junior Units 
Course IV continues the concept of God as Provider 
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through the same diversified approach which has been noted 
in the previous courses. This fourth grade level is where 
the child is to begin to learn to use and enjoy the Bible. 
Consequently, more of God's acts in biblical times for 
biblical persons begin to appear. The nine-year-old 
children are to offer thanksgiving to God for: 
the Bible;2 
1. 
4. 
7. 
10. 
leaders who know freedom, truth, and wisdom 
are a part of your plan for the world for each 
of us; 2 
wonderous things God doeth provide;3 
victory over enemies;3 
all who today follow the way of Jesus;4 
Christmas;5 
great teachers and Jesus Christ;6 
you all (with reference to people in a 
Pauline epistle);7 
Eastertide;8 
beauty of the earth;9 
gifts provided;lO 
God's help in doing right.ll 
III, 8, 2. 2. IV, 1, 6. 
IV, 2, 2. 5. IV, 2, 5. 
IV, 4, 4. 8. IV, 5, 4. 
IV, 7' 2. 11. IV, 7, 4. 
3. IV, 
6. IV, 
9. IV, 
1, 
4, 
7, 
7. 
3. 
1. 
Recognition of God's gifts in the analysis of Course IV 
included these gifts: 
Bible; (In.) 1 
inspiration to Bible writers: poets, prophets, 
scholars, saints; (So.)2 
peace among men with whom he is well pleased; 
(Sc. )3 
unto us a son is given; (Sc.)4 
riches and honor; (Sc.)5 
the abilit~ to make great and give strength 
to all; (Sc.) 
mind; (In. )6 
whatever you ask (of) the Father in my name 
he may give it to you. (Sc.)7 
The nine-year-old is provided with the following 
petitional requests of God: 
The 
Help us to treasure and use the Bible well.s 
Help us to learn to use the Bible so that we 
can learn about Jesus.9 
Be our strength in hours of weaknessi· in 
wandering be our guide; be at our side. 0 
Help us to love one another so that they 
may know the joy of Christmas.ll 
Help us to do our best everyday as we 
remember Jesus.l2 
hymn "O God Our Help in Ages Past, Our Hope for Years 
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to Come" is introduced to the fourth graders.l3 Scripture 
1. IV, 1, 1,2,3. 2. IV, 1, 6 . 3. IV, 2, 1. 
4. IV, 2, 4. 5. IV, 4, 1. 6. IV, 4, 2. 
7. IV, 5 , 3. 8. IV, 1, 1. 9. IV, 1, 3. 
10. IV, 1, 5. 11. IV, 2, 3. 12. IV, 5, 3. 
13. IV, 7, 2. 
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indicating that "God will always help us so that there is 
no need to fear or worry" is also used. 1 In presenting the 
Old Testament story of Joseph to the boys and girls as the 
first Bible story they actually study from their Bibles, 
scripture verses are used in whole or part many times: 
His mercy is forever sure, 
His steadfast love endures forever, 
His truth at all times firmly stood and 
from age to age shall endure, 
His faithfulness shall endure to all 
generations.2 
The story of Joseph was noted to try to show God's loving 
care as it uses the scripture "I am the Lord your God who 
brought you out of the land of Egypt, out of the land of 
bondage."3 A statement is made in a story that "God 
granted mercy to the brothers before Joseph."4 "God was 
with Joseph and rescued him from affliction and gave him 
favor and wisdom," is another biblical usage of the con-
cept of God providing love and care. 5 In an instructional 
type sentence this appears: "God cared for and loved 
Joseph and Joseph found faith in God's goodness and love."6 
1. 14. IV, 7, 5. 2. IV, 1, 4, 7; 4, 1 ,5; 2, 3; 7, 2. 
3. IV, 1, 3. 4. IV, 1, 5. 5. IV, 1, 6. 
6. IV, 1, 5. 
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Other units contain materials indicating God's prov-
idence in biblical times. The following were noted: 
Zacharias and Elizabeth would have a son.l 
God's spirit would come upon Mary, and the 
child would be the Son of God.l 
God provided that to the throne of David and 
of his Kingdom there will be no end.2 
Amos knew that the Great Shepherd cared for 
each person.3 
The notations for God's providence through a plan 
were but two: the prayer in which thanks is offered for 
"leaders who know freedom, truth, and wisdom are a part of 
your plan for the world for each of us"; 4 and a Christmas 
session in which God's plan for peace and good will toward 
men and the scripture to come "inherit the kingdom prepared 
for you from the foundation of the world" was seen. 5 
Course V was noted to have more of these references 
to God's acts of provision than any other course level. 
Two units, "The Homeland of Jesus" (with nine sessions), and 
"The Story of Jesus" (with sixteen sessions), are written 
to give a great deal of focus to Palestine in biblical 
times. Frequently curriculum writers present a biblical 
1. IV, 2, 1. 2. IV, 2, 4. 3. IV, 4, 3. 
4. IV, 1, 1. 5. IV, 2, 4. 
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thanksgiving with directions to use this to express the 
pupils' thanksgiving. The use of Psalm 67 in the "Home-
land" unit's session about "A Land that Many People Wanted"1 
is a good example of this kind of "then" and "now" refer-
ence. The hymn "Come Ye Thankful People" is introduced in 
the session on "A Land of Pilgrims and Pilgrimages."2 
Thank you prayers have been written in which the children 
are to express thanks for: 
the opportunity to find out about the land 
where men first learned to worship God;3 
the fact Jesus was born;4 
the one man who knew the story of Christmas 
in Bethlehem and put it into his book about 
Jesus;5 
Jesus;6 
Jesus who still lives;7 
every earthly good; for life, for health, for 
shelter, for daily food, new day to live and 
use, new chances every day, and God's love and 
goodness and homes and families.8 
The gifts of God referred to in this course are with one 
exception gifts God bestowed to the Hebrews and Jews. One 
person says, "Our country [Palestine of Jesus' day] 
belongs to our people. God gave it to us for our own. " 9 
1. V, 1, 6. 2. V, 1, 4. 3. v, 1, 8. 
4. V, 2, 2. 5. V, 2, 3. 6. V, 4, 5. 
7. v, 4, 9. 8. v, 4, 9. 9. V, 4, 1. 
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The unit about the land of Palestine stresses this gift of 
the land as theirs in its use of the scriptural promise to 
Moses: "The Lord your God is bringing you into a good 
land."l God is also credited with having: 
provided water and grain; 
created fruit of the vine; 
caused the earth to yield food for all. 
cared for our fathers in their wanderings by 
providing grain, olives, raisins, dates, figs, 
milk and cheese. 
granted us [Jewish family] life and permitted 
us to reach the festival of joy; 
protected us from evil.2 
promised seed time and harvest which has not 
failed.3 
The hymn "Be Strong" contains a phrase which indicates 
that work is God's gift. This hymn was noted to be sung 
in one session.4 
The petitional requests in the unit on the land of 
Palestine were found mainly in the hymn "O God, Our Help in 
Ages Past" which is to be used in three of the eight ses-
sions.5 The prayer of petition is used in more than half 
of the sessions in the longest unit of the closely graded 
courses, "The Story of Jesus." The use of prayer, to be 
1. v' 1, 3 ,4. 2. V, 1, 1. 3. v, 1, 6. 
4.V,4,7. 5. V, 1, 1,5,8. 
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said in behalf of the pupil by the teacher, to summarize 
the "message" of the session and to state it in terms of 
the pupils' lives is employed throughout the biblical 
units. This particular unit is an excellent example of 
this procedure. By stating the prayer in terms of the 
pupil's request to God to help him carry out the "teaching" 
of the particular session, the curriculum includes more 
specific references to the pupil's life. The petitions to 
be offered in this unit in behalf of the ten-year- old child 
include: 
Help us to understand Jesus' life . 1 
Help us hear your voice and do what we can 
do to make this a good world for all people 
to live in (to be offered at the end of story 
if the feeling is right).2 
In all our work and play make us comrades 
too.2 
Help us make plans for each day .3 
Help us remember Jesus' way of finding 
answers to our problems. May we seek your help 
to find the best answers to our problems.3 
Help us to remember to do as Jesus' 
disciples.4 
Help us to write these laws upon our hearts .5 
God give us strength to keep away from 
wrong.6 
l.V,4,1. 2.V,4,2. 3.V,4,3 . 
4. V, 4, 4. 5. v, 4, 11. 6. v, 4, 12 . 
Make our love strong when tempted to do wrong 
or overlook a chance to help.l 
Give us help in living up to the prayer which 
Jesus gave his disciples.l 
Help us forgive our enemies and try to be 
friends to people who are different from us. 
Help us find ways to be helpful.2 
Help us learn to love all mankind.3 
Help us be followers of Jesus who do his will 
today.3 
The twenty-first Psalm is also used. 4 
God's providence through love and care received a 
few items in the analysis of this course level. The 
setting of God's care again seems to center in biblical 
times with an accompanying phrase that relates it to 
contemporary care, also. 
God cared for Abraham and promised the land 
of Canan to Abraham and the family that lived 
after him. (St.)S 
Keep us thy children in thy care. (Pr.)S 
Thou hast been our dwelling place in all 
generations.6 
I am God, the God of your Father ... 
I will go down with you in Egypt for I will 
there make of you a great nation. (Sc.)6 
God cared for the ancestors in the desert; 
he cares for us now. (St.)7 
God cared for our fathers in their 
wanderings. (St.)8 
1. v, 4, 14. 2. v, 4, 15. 
4. V, 4, 1. S.V,l,l. 
7. V, 1, 3. 8 . v, 1, 4. 
3. v, 4, 16. 
6. V, 1, 2. 
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God be gracious unto us and bless us and 
make his face shine upon us. (Sc., St.)l 
God's providence cared for our fathers; cares 
for us. (St. )2 
Psalm 23.3 
The Lord is my light and my salvation. (Sc.)4 
The Lord is round about his people. (Sc.)4 
God keeps us. (So.)S 
The plan of God is brought into Course V in a prayer 
phrase where allusion is given to "God's plans for the 
people of the world."6 
Course VI has three biblical units. The unit on 
"Understanding the Early Old Testament" is a unit dealing 
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directly with early concepts of God. The concepts are told 
through the stories of heroes in the first six books of the 
Bible. The hymn "For Man's Unceasing Quest for God" is 
used extensively to assist the children to 
• • • understand that the Old Testament grew out 
of the experiences of real people whose idea of 
God developed slowly through their daily experi-
ences as through His revelation of His character 
and purpose . ? 
Each of the three biblical units carry out their theme 
the thank you prayers that the children are to say. 
1. V, 1, 6. 2. V, 1, 6. 3. v, 4, 
4. V, 4, 3. 5. V, 4, 11,12,13 . 6. v, 4, 
7. VI, 1, introduction. 
in 
1. 
11. 
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Included in the "Understanding of the Early Old Testament" 
unit are offerings of thanks to God: 
because we can learn about God and his love 
and plan for us;l 
for the chance to be your co-workers;l 
for the chance to learn;2 
for early Hebrew leaders who did so much to 
make it possible for us to know God and how to 
work with him.3 
The Christmas unit, "Because Jesus Came," includes a sug-
gestion that the children write out their reasons for 
thankfulness at Christmas.4 "Paul, Messenger of Good 
News," the last biblical unit for the eleven-year-olds, 
has three prayers of thank you in its four sessions; two 
for Pau15 and one for early church leaders. 6 
God's gifts seem to be taken into account only in 
reference to "the blessings of thy bounty"; 7 "Giver of 
good gifts"; 8 and statements that "God gave Jesus to our 
world also"9 and that "Jesus came as your gift to all 
people."10 A song has the phrase that God provides 11cour-
age to see you through."11 Supplications for help are to 
1. VI, 1, 1. 2. VI, 1, 3. 3. VI, 1, 8. 
4. VI, 2, 4. 5. VI, 4, 1,4. 6. VI, 4, 2. 
7. VI, 1, 3. 8. VI, 1, 6. 9. VI, 2, 1. 
10. VI, 2, 3. 11. VI, 4, 2. 
be spoken to God for: 
help to do our best in our study, work, shar-
ing and play;l 
help to serve you according to the best that 
we know as these early leaders did;2 
help to close the doors of hate and open the 
doors of love;3 
help to be ready for the birthday celebration.4 
The sixth grade unit which deals with the story 
of the Hebrews includes references to their understanding 
of God's love and care for them. The following illustra-
tions were noted: 
11 I will go with you." 
God gave his blessing 
Israel. (St.)2 
[God to Moses 11 
to the chosen people of 
I am with you and will keep you wherever you 
go and bring you back to this land. [Jacob]3 
God cares for you in your distress and wants 
to lead you to a better land. [Hebrews] (St.)4 
It is a night of watching to bring them out of 
Egypt. {Sc.)4 
The Lord drove the sea back by a strong east 
wind all night. (St.)4 
The Lord provided for Abraham, Jacob, Joseph, 
and MOses. (St.)4 
You have been our people's might. (So.)4 
The Lord keep you from this time forth and 
forevermore. (St.)4 
If they did not obey God's commands they 
could not expect him to care for them. (In.)5 
The Lord has been mindful of us. (Sc.)5 
1. VI, 1, 1. 2 . VI, 1, 3. 3. VI, 1, 4. 
4. VI, 1, 5. 5. VI, 1, 6. 
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I will dwell among the people of Israel and 
be their God. (Sc.)l 
Be strong and of good courage; be not fright-
ened neither dismayed, for the Lord your God 
will go with you wherever you go. [Joshua] 
(Sc. )2 
The mention of God's plan is again but a single allusion 
in a phrasing of a prayer: "Greatness of your plan for 
the world."3 Two hymns of the Jewish faith, "God of All" 
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and "The God of Abraham Praise," were suggested for use in 
the unit dealing with the Old Testament. 
iv. Junior High Units 
The analysis of the units for junior high youth 
gives an indication of an appreciable drop in materials 
which could be considered as relating to the concept of 
God the Provider. Course VII was noted to have a suggested 
prayer of thanksgiving for "God's daily help and a petition 
for the continuous sense of his presence."3 There is the 
scriptural statement that God "gives strength to his 
people."4 The help of God is extoled in the hymn "A Mighty 
Fortress Is Our God."5 In addition to the 23rd Psalm, 6 
1. VI, 1, 6. 2. VI, 1, 9. 3. VII, 2, A, 3. 
4 • VI I , 1 , B , 1 • 5. VI I, 1 , A, 5. 6. VII, 1, A, 6. 
two other scripture selections are to show God's love and 
care: 
His steadfast love endures forever, 
His faithfulness to all generations. 
Lord thou hast been our dwelling place in 
all generations.! 
We know that in everything God works for 
good with those who love him; who are called 
according to his purpose.2 
Illustrations of this last scripture include stories of 
children being cared for in a Nazi prison and men on a 
life raft in World War II. 
Course VIII has one biblical unit, "The Story in 
the Bible." Thanks are to be offered to God for the 
"early stories that made God so real to people."3 God's 
gifts include the fact of man's many languages.4 Peti-
tiona! parts of prayers request "help that each member 
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[of the class 1 obey God's laws in His daily living"; 5 and 
"courage to pray for right as Elijah and Elisha did"; 6 and 
"help [for] members of the group to be as earnest in their 
religion as were the first century Christians."7 The 
1 . VI I , 1 , B , 1 • 2. VII, 1, B, 4. 3. VIII, 1, A, 1. 
4. VIII, 1, A, 1. 5. VIII, 1, A, 2. 6. VIII, 1, A, 5. 
7. VIII, 1, A, 11. 
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concluding chapter of this thirteen-session unit refers to 
"God working out a plan through all these long centuries" 
as we see God's leadership continuing throughout the 
story. 1 God's acts in behalf of biblical persons form a 
part of the story . God did not forsake Jacob. 2 Moses was 
to stand still at the Sea of Reeds and "see the salvation 
of the Lord."3 God gave the Hebrews laws. 4 God freed the 
Hebrews from slavery and provided them Jericho. 4 "The God 
of Israel cared for the common people."4 
Course IX contains three biblical units which have 
varied references to God as Provider. The teacher's guide 
includes topics for which prayers might be said. The 
prayers of thanksgiving were for: 
Christian family life and the inspiration 
that comes from the inspiring character of 
Joseph [who learned in Egypt to give family 
life a position of honor and ~portance].S 
those who have contributed to our under-
standing of God, particularly our knowledge 
of God as "Our Father."6 
those who have lived courageously in spite 
of suffering.7 
1. VIII, 1, A, 13. 2. VIII, 1, A, 1. 3. VIII, 1, A, 2. 
4. VIII, 1, A, 4. 5. IX, 1, A, 2. 6. IX, 1, A, 5. 
7. IX, 1, A, 9. 
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The fact that God has given "great natural and moral laws 
by which all nations must live" is mentioned in the same 
session that reference is made to God, the Creator, having 
created a moral world. 1 The Christmas unit includes the 
thought that "the most important Giver" is God. 2 Other 
statements that might contribute to the concept of God 
the Provider through the giving of gifts are as follows: 
If you being not nearly so generous as the 
Heavenly Father can be prevailed upon to do a 
kindness how much more will God answer your 
prayer if you call upon him. (Sc.)3 
The Father always answers all prayers of 
people who want to know his will and are will-
ing to obey. (Sc.)3 
God gives grace to the humble. (St.)4 
Through days of preparation thou hast made 
us strong. (So.)4 
Praised art thou. 0 Lord Our God, King of 
the Universe, who hast brought forth bread 
from the ground. (St.)5 
The Lord added to them day by day those who 
were being saved. (St.)6 
The Lord brought Peter out of prison. (St.)6 
The Lord gave Peter courage to walk in the 
newness of life and to become an ambassador for 
Christ.7 
Supplications are suggested in the prayers with which 
teacher is to close the sessions. In one session the 
1. IX, 1, A, 7. 2. IX, 1, A, 12. 3. IX, 2, A, 
4. IX, 2, A, 6. 5. IX, 2, B, 5. 6. IX, 2, B, 
7. IX, 2, B, 7. 
the 
3. 
6. 
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teacher is instructed to ask "God to help the members of 
your class keep these laws in their daily living."1 A 
suggestion is made that the pupils "at times when they feel 
discouraged" are "to turn to him [God] for help and new 
strength." 2 Two Psalms that would have been familiar to 
Jesus in his home are used. 
He who dwells in the shelter of the MOst High, 
who abides in the shadow of the Almighty, 
will say to the Lord, "My refuge and my fort-
ress; my God in whom I trust." 
For he will deliver you from the snare of the 
fowler and from deadly pestilence; 
he will cover you with his pinions, 
and under his wings you will refuge; 
his faithfulness is a shield and buckler. 
(Ps. 91:1-4) 
Lo, 0 Lord, thou knowest it altogether. 
Thou dost beset me behind and before, 
and layest thy hand upon me. 
Such knowledge is too wonderful for me; 
it is high, I cannot attain it. 
Whither shall I go from thy Spirit? 
Or whither shall I flee from thy presence? 
(Ps. 139: 4b- 7 )3 
Isaiah's message to the people in exile, "Comfort, 
comfort, my people," is discussed in a session on a 
"Challenge to a Suffering Nation."4 The concept that God 
1. IX, 1, A, 3. 2. IX, 1, A, 6. 3. IX, 1, B, 4. 
4. IX, 1, A, 7. 
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was not fighting is set forth to try to explain to the 
Hebrews that their God was not beaten by the Chaldean army 
because their gods were stronger than the Lord. The message 
of comfort was accompanied by the thought that "God had a 
purpose in history and that their nation had a purpose 
which was related to the purposes of God."l The session 
dealing with why people suffer includes a reference to a 
life beyond that which is on earth, and that this is a part 
of the great purposes of God. 2 The purpose of God is men-
tioned again in the closing session of the unit on "Adven-
tures in Religious Discovery." "Perhaps God planned it 
that men's religious ideas change constantly for new dis-
coveries." "God has a purpose for man whom he placed in 
the world," and "God has a purpose for the world. 113 
3. Revealer 
The Christian understanding of God includes the 
faith that God acts through revelation; that is, God dis-
closes himself to man. God the Creator and Provider also 
reveals to man his purposes, his will, and his love. The 
1. IX, 1, A, 9. 2. IX, 1, A, 10. 3 . IX , 1 , A, 13 . 
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revelation of God's purpose, will, and love can be seen in 
some of the previous content discussed under the analysis 
of God the Creator and Provider. In the analysis of the 
biblical studies units, the concept of God the Revealer was 
taken to mean God's disclosure of himself to men. As the 
analysis of the curriculum was carried out, notation was 
made when this phase of God's action was mentioned. The 
notations were made according to three categories. The 
Christian witness is that Jesus Christ is the pre-eminent 
revelation of God. The person and work of Jesus was one 
of the categories. The other two categories noted God ' s 
revelation prior to and after the birth of Jesus Christ. 
i. Through Jesus Christ 
A study of the analysis sheets dealing with the 
person and work of Jesus Christ not only gives one an 
indication of the teaching about the revelation of God 
through Jesus Christ but also provides a composite picture 
of the teachings about the person and work of Jesus Christ. 
The person and/or work of Jesus Christ are the main 
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subject materials of the biblical studies units. 1 
Since the Christian's testimony is that in Jesus 
Christ he sees God, it would seem that this question should 
be of concern to the Christian educator: Is our teaching 
about the life and work of Jesus Christ such that a concept 
of His being the pre-eminent revelation of God is a part of 
this teaching? This question needs to be kept in mind 
while reading the following report of the teachings about 
the person and/or work of Jesus Christ.2 
The most direct teaching concerning the fact that 
it is in Jesus Christ that the revelation of God the Father 
appears was noted in Course IX. In the pupil book it is 
stated: 
1. A total of eight units with one hundred twenty-eight 
sessions are devoted principally to the life and teach-
ings of Jesus. This does not include the four or five 
Sundays each year which, in the children's division, is 
devoted to the Christmas story, nor the Easter sessions 
which are not included in the units devoted specifically 
to Jesus. Units with such titles as "The Homeland of 
Jesus" were not included in the eight units, although 
frequent mention of Jesus appears in these units as it 
does in some of the Old Testament studies. 
2. This question does not imply that the direct concept 
should be incorporated at all levels of the closely 
graded courses but asks for an awareness, if, with all 
our focus on Jesus, we have given a conceptual reason 
why the Christian does believe in Him. 
Jesus taught that he himself was the revelation 
of God the Father. That is, that his thoughts 
and purposes were the same as God's and that, 
therefore, when men saw him they needed to look 
no farther to know what God is like.l 
Reference is made to the upper room meal when Jesus told 
the disciples he would soon leave them. Following Jesus' 
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statement "I am the Way, the Truth, and the Life," Philip 
makes his request, "Lord, show us the Father, ... " 2 The 
continuing narrative is as follows: 
This is exactly what Jesus had been trying to 
do all the time--show Philip what God is like. 
He had intended by every miracle of healing, by 
every act of kindness he had shown a sick man or 
outcast, to cause Philip to see that this is the 
way God acts. So he said, "Have I been with you 
so long and yet you do not know me, Philip? He 
who has seen me has seen the Father." (Compare 
John 14:3-9a.) 
This then is the Good News--the Gospel--that 
our Christian religion offers to all people: 
that Christ has come into the world and revealed 
God to us. By word and deed, he has set God 
before us as Father, just and firm in his deter-
mination that we shall obey his will, kind and 
forgiving when we seek his ways, and always care-
ful in his love to supply all our needs."3 
1. IX, 2, A, 2. 
2. It may be with all the stories of Jesus' healing and 
acts of kindness that a pupil may still request, 
"Show us the Father." 
3. IX, 2, A, 2. 
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Prior to the grade level reports on the content 
about Jesus' life and work, material has been selected to 
report on the extent of the teaching about the concept of 
God revealing himself through Jesus Christ. The specific 
focus on Jesus Christ as God's revelation of himself 
probably first appears through the singing of the Christmas 
carols and hymns. Then in Course IV, the hymn "Book of 
Books" has the phrase "Praise God for the Word Made Flesh." 
The teacher is instructed to have the children say "Jesus" 
for "Word" a few times. In Course V the unit on "The 
Story of Jesus" contains several references to this rela-
tionship. At the time of the baptism it is stated that 
"Jesus was chosen by God to do some very special work in 
the world."1 The scripture from Isaiah "the Spirit of the 
Lord is upon me ... " is a frequent reference to the 
reason for Jesus' ministry. A prayer in Course VI includes 
the phrase "because Jesus lived we know you as the kind and 
2 loving Father of all men." In a summary of Jesus' teach-
ings about God there appears the sentence that Jesus "came 
to show all the world what God is really like."3 The 
Christmas unit at this age level is entitled "Because 
1. v' 4, 3. 2. VI, 1, 5. 3. VI, 1, 9. 
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Jesus Came," and in it indirect reference is made to the 
Messiah concept. John the Baptist asks if Jesus is the one 
who is to come. 1 In the unit on Paul, one reference is 
made to the fact that Paul said he knew Jesus as the Messiah 
"who had been sent to show men what God is like."2 The 
junior high courses contain more references to God's act in 
Jesus Christ. After reading the Isaiah annointing scrip-
ture, Jesus as a youth is sure that he is God's son and has 
a special work to do.3 The concept that God has sent Jesus 
into the world "to help people bear all kinds of trouble" 
was noted. The sonship is referred to at the baptism with 
the recognition "thou art my beloved son in whom I am well 
pleased."4 Course VIII has a one-session review of the 
life of Jesus in which it is mentioned that Jesus was sent 
by God and that God's power worked through him. 5 There is 
the Pauline writing that "every tongue shall confess that 
Jesus Christ is Lord to the Glory of God the Father."6 It 
is in Course IX that the most direct teachings concerning 
Jesus as the revelation of God were noted. Preceding the 
most direct reference "he who has seen me has seen the 
1. VI, 2, 1. 
4. VII, 1, B, 4. 
2. VI, 4, 1. 
5. VIII, 1, A, 11. 
3. VII, 1, A, 1. 
6. VIII, 1, A, 12. 
1 Father," reference to which has already been made, there 
are references to the fact there was a hope that "in time 
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there would come one who would show to men more fully than 
ever had been shown what God was like," and "that through 
Jesus of Nazareth has come an understanding of God and a 
way of life that never has been surpassed."2 "The Coming 
of the Messiah," for the Christmas Sunday session, tells of 
God's Son coming into the world as a tiny baby revealing 
the love of God. Jesus' understanding of the Messiah role 
is discussed with Jesus' giving preference to saving of 
individuals rather than national bodies.3 
These direct references to Jesus Christ as the reve-
lation of God, as the analysis indicates, are not numerous 
nor were many interpretations noted with the references. 
As the age level analysis is read, one may discover that 
the predominant teaching relating Jesus to God appears to 
be that Jesus, who was a friend of everyone, taught that God 
was a loving and forgiving Father who cared for everyone.4 
1. p. 37. 2. IX, 1, A, 11. 3. IX, 1, A, 12. 
4. This study reports all references to Jesus Christ even 
though the concept of God as Revealer is not explicit. 
From some theological positions, teaching about Jesus 
Christ may be interpreted as teachings about God. 
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(1) Kindergarten units. Christmas is Jesus' birth-
day and a special time for remembering Jesus. This is the 
approach to teaching four-year-old boys and girls about 
Jesus at Christmas. The four-year-old is to be instructed 
that "Jesus the man was a baby first." 1 Then on the 
Sunday after Christmas the instructions are that "the baby 
Jesus grew and grew until he was a tall man." 2 The chil-
dren are told through the story that "Jesus is our friend," 
and one sentence records that "Jesus told about God's love 
and care."2 Seven Sundays later Jesus is pictured as the 
mother-in-law's friend as the story of Jesus healing 
Peter's mother-in-law is used to show how "loving, kind, 
and true" Jesus was. 3 A song phrase that "Jesus is always 
kind" was noted in the next session with the statement 
that "Jesus was a friend of the family of the boy he 
healed."4 The "kind friend • talked about God" and 
told people that "God loves you."5 Another session, 
entitled "Our Families at Home," refers to Jesus as a boy 
of twelve years going to the temple. 6 A session about 
1. 4 years, 1, 11. 
4. 4 years, 2, 8. 
2. 4 years, 1, 13. 
5. 4 years, 2, 9. 
3. 4 years, 2, 7. 
6. 4 years, 2, 11. 
"Friends Visit One Another" is used to stress Jesus, the 
friend, being a guest at the home of Mary and Martha. 1 
The same story and approach is found in the next unit's 
session about "When Company Comes."2 
246 
Through the media of a story the children are told 
that Jesus taught that "God cares for everything and every-
body but we cannot always see what he does." Using the 
grain of mustard seed story, it is explained that "the 
same things happen in just the same way."3 A summer unit 
has one session which reviews the "Stories of Jesus." A 
story walk is the means of repeating that "Jesus Is Our 
Friend." Jesus "told about God's love and care" from a 
boat at Galilee. After recalling the birth of Jesus, the 
story of Mary and Martha and the story of helping the 
blind man who cannot see are recalled. Jesus is pictured 
through adjectives stating his thoughtful, kind, and 
friendly ways with a friendly voice and face. 
A session about "Jesus, the Friend"4 begins the unit 
for five-year-olds on "We Plan for Christmas." Jesus is 
1. 4 years, 2, 12. 2. 4 years, 3, 12. 3. 4 years, 3, 13. 
4. 5 years, 2, 1. 
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pictured as the friend of children who, even though he is 
busy and tired, says, ''Let the children come." His voice 
is gentle and kind . Jesus is loving, kind, and true. He 
loved people and wanted to help them. The scripture verse 
"Jesus went about doing good" is supplemented by a sentence 
in the story that Jesus helped people know what to do. The 
teacher is supposed to tell the children that "Jesus wanted 
everyone to know God loved them and wanted them to love 
God." The following Sunday's material is focused on the 
baby Jesus who came to live with Mary and Joseph and whose 
birthday we celebrate on Christmas.l It is suggested that 
a creche be used. The next Sunday "The Shepherds Visit 
Jesus" in Bethlehem. 2 The last Christmas session the songs 
and carols of the season are featured though the worship 
service includes the statement that Jesus was loving, kind, 
and true.3 
Some eight weeks after the Christmas unit the five -
year-olds have a five week unit on "The Stories About 
Jesus." The stories about Jesus are stories which might 
1. 5 years, 2, 2. 2. 5 years, 2, 3. 3. 5 years, 2, 4. 
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have been true of his childhood. The scripture "And the 
child grew and became strong" is stressed throughout the 
unit. Through song, story, and instruction Jesus' growth 
from baby to boy to man is presented. Activities about 
the Palestinian horne of Jesus are featured. The children 
are to build a Palestinian house with their blocks. Jesus 
as a boy is pictured: 
helping at horne; (St., Po., In.) 
playing in the market place; (P.) 
helping in the carpenter's shop; (P.) 
having brothers and sisters; (C . St.) 
picking flowers from the hillside for his 
mother; (In . ) 
liking to run and play; (So.) 
helping make bread; (Ac) 
enjoying being out-of-doors; (St.) 
lighting the Sabbath lamp; (Po.)l 
growing up like you; (In . )2 
counting stars at mealtime; (St.)3 
going to school.4 
Session four suggests a visit to the church sanctuary to 
view Jesus in a picture window. Session five is built 
around the story of Jesus the man and his friends. Jesus 
is presented as a kind and friendly man who went about doing 
good and chose helpers and was the children's friend. The 
1. 5 years, 4, 1,2. 2. 5 years, 4, 1. 3. 5 years, 4, 2. 
4. 5 years, 4, 4. 
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linking of Jesus and God was noted once when in the story 
it is stated that "Jesus talked about God."l The emphasis 
is supposed to be on the ways Jesus used t·o do things and 
ways we do them now. However, an examination of the unit 
results in finding the emphasis heavily in the direction 
of the Palestinian setting as the five-year-olds are to 
play at helping two daddies who have come to be in the 
block center to build the Palestinian house. They are to 
roll up their mats and fill the lamp with oil as Jesus did 
at home when he was a boy. 2 The session about "The Boy 
Jesus in the Outdoors" does contain the suggest·ion for pro-
viding a nature center of early spring flowers for the 
worship center where a magnifying glass may be used. 3 
The spring quarter's unit, "Our Family Grows in 
Awareness of God," has one biblical session on "We Remember 
Jesus the Worker."4 The material in this session is written 
to show Jesus as one who loved people and had time for 
children. He liked to be out-of-doors and went about dolng 
good. He put his finger on sore eyes, helped the man who 
1. 5 years, 4, 5. 
4. 5 years , 5, 10. 
2. 5 years, 4, 2. 3. 5 years , 4 , 1. 
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was lame, and helped a sick baby. His face was friendly. 
"Outdoors in Sumner," the title of the sumner unit, 
has three related sessions: "We Grow and Learn,"l "Jesus 
Grew,"2 and "We Grow Too."3 The scripture verse "And the 
child grew and became strong," is used again. The first 
session of the series refers to Jesus who went to school, 
helped at home, and played games. He did what was right 
and good. He told people about God. He passed the five 
barley loaves and two fishes of the little boy who shared 
his lunch.4 The baby to boy to man concept is stressed 
again in the session on "Jesus Grew," and a Christmas carol 
can be sung to refer to the baby Jesus. A story for the 
session refers to, Jesus as a story teller. The scripture 
"Jesus went about doing good," is used. The third of the 
three sessions again stresses Jesus' growth through the use 
of a poem, a song, and a story. 
Twenty five sessions in the courses for the four and 
five-year-old children contain materials about Jesus. Only 
eight of the sessions include the mention of God when 
1. 5 years, 6, 11. 
4. 5 years, 4, 2. 
2. 5 years, 6, 12. 3. 5 years, 6, 13 . 
presenting Jesus. The concept of God revealing himself 
through Jesus at these age levels is limited to "Jesus 
told about God who loves and cares for people." 
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(2) Primary units. The primary courses contain twelve 
biblical units with sixty one sessions, forty five of them 
include references to the person and/or work of Jesus. 
Mention of God when dealing with the person and/or work of 
Jesus was noted in approximately fifty per cent of the forty 
five sessions. References were noted to God's revealing 
himself through two media other than men but both were 
related to Jesus. In the second grade Christmas unit it is 
stated that "God sent messengers to the shepherds."1 A 
third grade unit has an approach to nature revealing God to 
Jesus as he as a boy says, ''Love and beauty and quiet evening 
sky tell me God is near."2 
Course I for six-year-old boys and girls has a five-
session unit about "Christmas Time is Here." The little 
baby Jesus is told about through songs, poems, stories, 
drama, instruction, and the use of the creche. The birth-
1. I, 2, 3. 2. III, 7, 1. 
day of Jesus is told about by Luke's writings.l The Luke 
account of the story is read with reference to "a Savior 
who is Christ the Lord."2 A voice tells the shepherds 
252 
that the baby is God's son.2 The baby Jesus was born in 
Bethlehem "long, long, ago."3 "The baby Jesus is the best 
gift of all," is told to the children.4 The session fol-
lowing Christmas day has the baby Jesus visiting the Temple 
and the statement by Simeon that the "Baby Jesus is God's 
gift." The scripture "And the child grew up and became 
strong and thoughtful," is used.5 
Eight Sundays after the Christmas unit the s~x-year­
olds are to study about "Jesus the Friend." Jesus helped 
those who needed help. People whom he was friendly toward 
and helped include the children, 6 Zacchaeus,6 the man at the 
pool,7 Peter's mother-in-law,8 and Mary and Martha.9 This 
unit pictures Jesus as tall, straight, and clean. He 
worshiped at the Temple10 and entered the synagogue and 
1. I, 2, 1. 2. I, 2, 2 . 3. I, 2 , 3. 
4. I, 2, 4. 5. I, 2, 5. 6. I, 4, 1. 
7. I, 4, 2. 8. I, 4, 3. 9. I, 4 , 4. 
10. I, 4, 2. 
taught.l He went to a quiet place on a hill to talk to 
God. 2 Jesus told people about God and his love. 3 Jesus, 
who loved everybody told people they should love one 
another.4 This unit is the one that comes at Eastertime. 
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A song which is used several times mentions that Jesus loved 
the lilies and the birds. 5 However, there were people who 
had not known Jesus and did not understand his teachings.'' 
These people "hurt him." So, Jesus is dead. Yet, "Jesus 
is here." "Jesus helps us today as we remember and try to 
do as he taught." The explanation offered for the statement 
"Jesus is here" was noted to be "where" friends of Jesus 
help as he did.6 
The nine session unit on "Children of the Bible" has 
two sessions in which Jesus is mentioned. The two sessions 
on Abraham and Issac were noted to have an instructional 
sentence that "Jesus loved spring flowers. 117 Session eight 
of this unit is devoted to "Jesus, the Boy of Nazareth." 
Jesus and the children receive special attention through 
1. I, 4, 13. 
4. I, 4, 3. 
7. I, 6, 1,2. 
2. I, 4, 3. 
5. I, 4, 3,4,5. 
3. I, 4, 2,8,5. 
6. I, 4, 5. 
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scripture, pictures, and instruction. Jesus helps his 
mother grind meal and takes care of the younger children, 
and hears a neighbor tell about finding her lost coin. 
Jesus helps another neighbor sow his seed in the field by 
scaring away the birds. The scripture "the child grew up 
and became strong and thoughtful" is used again. In this 
session the adult work of Jesus is mentioned through scrip-
ture and picture referring to his talking about seeds 
growing.l 
Course II for seven-year-olds presents the Christmas 
story in a manner that the children hear of Jesus the baby 
and Jesus the man in the same sessions. The first session 
contains instructions which represent Jesus as one who: 
loved children; 
was happy to have children near; 
was friendly and helpful to people who needed 
help and had no friends and were lonely and ill; 
showed Go~s loving kindness; 
said children were children of God, his father; 
told his friends more about God's loving kind-
ness than anyone else who ever lived; 
was teacher, helper, and friend.2 
The Luke Christmas story is to be read. The poem "Glad 
1. I, 6, 8. 2. II, 2, 1. 
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Christmas Day" by Eleanor Smith appears in the pupil's book 
and is used frequently throughout the Christmas unit. A 
black and white sketch of Jesus and the children is the 
illustration beside it. 
In another land and time 
Long ago and far away, 
Was a little baby born 
On that first glad Christmas Day. 
Little children did he love 
With a tender love alway 
So should children always be 
Very glad on Christmas Day. 
Kindly deeds and words of love 
Filled His life from day to day, 
So that all the world was blessedi 
On that first glad Christmas Day. 
The children are told that Jesus was born many years ago 
and grew from a baby to a man. When Jesus was a man he 
said "that God was friendly, loving, and helpful." He 
taught people "that they could think of God as a loving 
Father to all people."2 The third session continues the 
interchangeable usage of Jesus the baby and the man but one 
sentence in a story is written with an indication of the time 
difference not noted earlier. The writer has referred to 
when the baby "becomes a man he will tell men of God. " 3 The 
1. II, 2 , 2. 2 . II, 2, 2. 3. II, 2, 3 . 
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Christmas Sunday session was noted to contain this thought: 
"the little new King was Jesus."l 
The seven-year-old boys and girls are to spend six 
sessions remembering Jesus the Teacher . "Jesus Teaches 
About Growth" is the beginning topic. Jesus told people 
about God and God's world and what God expected of them." 
He "wanted people to see the wonder of life in little things." 
The story of a mustard's seed growth was told by Jesus. 
The scripture verse "This is my commandment that you love 
one another as I have loved you," is used. 2 The second 
week is focused upon "Jesus Teaches About God's Love." The 
children are to be told that "Jesus told a story about a 
son and a father" [Prodigal Son]. Stated in the story is 
the sentence "Jesus taught God's love is like a father's." 
After the story the teacher is to ask the question, "What 
part of Jesus' story helps us to understand what God is 
like?" The purpose stated for the unit includes the idea 
that God loves the children even when they do wrong.3 
The third session is entitled "Jesus Teaches About 
Neighbors" in which Jesus' story about a neighbor is told 
1. II, 2, 4 . 2. II, 4, 1. 3. II, 4, 2 . 
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[the Good Samaritan]. "You shall love your neighbor as 
yourself," is the scripture verse. 1 "Jesus Teaches about 
Avoiding Trouble" is the fourth Sunday's title . The story 
used is one where Jesus takes his disciples through Samaria 
even though they do not want to go that way. Some of the 
disciples lose their tempers when the Samaritans would not 
give them food and lodging. The disciples tell Jesus they 
should not have come through Samaria. Jesus is pictured as 
friendly toward everyone. The people of all countries were 
the same to him. He was not angry at the Samaritans and 
said they would all go along to another village. Jesus 
told the disciples that the "bad tempered kind of spirit" 
that they showed "does not come from God." We should not 
wish harm to anyone. God's spirit is one that helps people 
change and be better." Two scripture verses are used to 
support this story from Jesus' teaching: 
Whatever you wish that men would do to you, 
do so to them. 
You shall love the Lord your God with all 
your heart and with all your soul and with all 
your strength and with all your mind and your 
neighbor as yourself.2 
1. II, 4, 3. 2. II, 4, 4. 
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Session five is used to tell what "Jesus Teaches 
About Greatness." By doing the work of a servant [washing 
men's feet] Jesus hoped the men would understand "If you 
would be great, you must be willing to serve. The most 
important person is the one always ready to help others. 
Through love you do this for each other." The scripture 
is "You are my friends if you do what I cormnand you." 
Through a song Jesus is pictured as one who "did not talk 
with kings" but "talked to simple people of doing friendly 
things," and said the "very greatest are those who love 
the most."1 
The last session of this unit is written for Easter 
Sunday. Through the means of story and scripture these 
materials about Jesus, many of which have been dealt with 
previously, are reviewed. The children are told that Jesus 
was a baby in a manger in Bethlehem; 
was a great, gentle, and friendly teacher in 
Galilee and taught people in the great Temple; 
had twelve friends; 
helped blind Bartimaeus; 
told stories of God's love and care and that 
God is good and kind to all; 
showed it was foolish to try to get ahead of 
each other; 
1. II, 4, 5. 
said when you are truly loving like God you 
do things to help other people; 
taught you must try to be perfect in love 
and kindness like God. 
One day Jesus rode upon a donkey into Jerusalem. He ate 
a feast with friends where he washed their feet. He was 
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arrested and "killed because he was trying to teach people 
to be good children of God." The story is continued and 
the children are to be told that "Jesus was alive" and 
that he was counting on his friends to teach and live as 
he . did. The teacher is to ask a question about how Jesus' 
life goes on and on. Then through an instructional approach 
the seven-year-olds are told that the soldiers killed his 
body and hid it away in a tomb, but they could not kill his 
spirit nor hide it. "It stayed with his friends . " "Jesus 
seemed to be with his friends."l 
The second grade children have a nine session unit 
on "Our Homes and Bible Homes.'' Session nine contains this 
reference to Jesus' teaching. 
Jesus taught that God was Father of all people 
and all people should be friendly and kind to 
each other and try to live in loving ways.2 
1. II, 4, 6. 2. II, 6, 9. 
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The last biblical unit for Course II is on "God's 
Plan for Daily Needs." In the session about food the chil-
dren are to be told that Jesus lived in Palestine long ago 
and watched farmers at work. Then Jesus told stories about 
farmers. He said to pray, "Give us this day our daily 
bread." Jesus also thought about the rain, plowing, wheat 
growing, and mother grinding.l 
Course III contains more direct teachings about Jesus 
himself than the earlier courses. The Christmas unit con-
tinues the Luke story but the Wise Men's visit is introduced. 
The wise men said, "He will bring peace and good will to 
men everywhere," and they left better men than they ever 
had been before.2 The story of the first creche is used 
and the term "Christ" is used interchangeably for "Jesus" 
in a story. Prior to this unit it has been noted only in 
a song or scripture. The selection of hymns and carols to 
be sung by the third graders contains a number of proper 
nouns to describe Jesus: Holy Child, Christ the Lord , 
Christ Child, King, Master, Lord Jesus, and ~nuel. The 
presentation of the man Jesus and his deeds continues to be 
1. II, 7, 1. 2. III, 2, 3. 
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mixed in with the baby's birth story . When he lived in 
Galilee and walked by the sea he "said words of truth" and 
"did deeds of love." The words of truth he said were: 
Whatever you wish that men would do to you 
do so to them . Love your enemies . You shall 
love the Lord your God. Love your neighbor ... 
The deeds of love recalled are kindness to mothers and chil-
dren, sharing lunch, helping the man at the pool of Bethesda, 
acts at Bethany, the hillside teaching, and the help given 
to a man brought by friends.l Other deeds of Jesus include 
helping the sick woman so she could walk, smiling into the 
eyes of an old man, placing gentle hands on a lame boy so 
he could walk without crutches, and taking a baby into his 
arms. 2 In connection with these last deeds the children 
are to hear that Jesus told the people that "God is good 
and he loves everybody." 
Seven weeks later these nine-year-old boys and girls 
begin to study the first unit which is a direct approach 
to "The Story of Jesus." A comparison of the analysis sheets 
of this unit with the sheets of all previous biblical studies 
units indicates that very little new content material is 
1 . III, 2 , 1. 2. III, 2, 5. 
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introduced to the children. The call of the disciples, whom 
he wanted to learn and continue his teachings, is the focus 
of one session.l The Palm Sunday trip to Jerusalem is said 
to be for a spring feast.2 Jesus felt the gift of the poor 
woman was the more important gift.3 The thought that "God 
works and helps his children is a new idea that Jesus 
brought" is set forth in a poem.4 It was noted that a cur-
riculum statement indicates that the approach to the Easter 
story was not the same as for younger children. The 
analysis indicates that as far as the approach to Jesus in 
the Easter story only a few more of the background details 
are included. These include the statement that some people 
said Jesus wanted to be King or claimed to be the Son of 
God. Then "he was nailed to a wooden cross." The visit 
with Mary in the garden on the first Easter morning is 
included. The claim that Jesus was living and said, "I will 
be with you always" is not entirely new as it was noted in 
Course II. The teaching material contains the suggestion 
that "Jesus love and teachings would always help" as an 
1. III, 4, 1. 
3. III, 4, 4. 
2. III, 4, 2. 
4. III, 4, 4. 
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interpretation of "I will be with you always." The fact 
that Jesus told his friends that "the time had come for 
them to begin to teach, to heal, to love, and to help people 
just as they had seen him do"l is an elaboration but not a 
different idea than ''Jesus counted on them to teach and 
live as he did . " 2 
Reintroduced content material includes the descrip-
tive adjectives of Jesus' person as patient, gentle, loving, 
helping, brave, strong, kind, and friendly. His talking 
with people in a wonderful way and wanting to help troubled 
people is presented again. Jesus wanted people to know 
more about God the Father and God's love for everyman, 
woman, and child; 3 especially the discouraged, anxious, and 
eager.4 His help to troubled people includes: 
the grandmother in Peter's home;5 
the sickman whom he told to fold up his bed 
and walk;5 
Zaccheus;6 
epileptic boy;6 
other sick people. 7 
Jesus and the children are referred to 
1. III, 4, 6. 2. II, 4, 6. 
4. III, 4, 4. 5. III, 4, 3. 
7. III, 4, 5. 8. III, 4, 1,3,4. 
in three sessions. 8 
3. III, 4, 1. 
6. III, 4, 4. 
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Two songs were suggested which had not been noted earlier: 
"Tell Me the Stories of Jesus"l and "Christ the Lord Is 
Risen."2 The scripture verses featured in the unit are: 
You are my friends if you do what I 
command you. This I command you, to love 
one another. 
Love one another as I have loved you. 3 
So whatever you wish that men would do to 
you, do so to them. 
You shall love the Lord your God with all 
your heart . . . 4 
You shall love your neighbor as yourself. 
The sixth unit of Course III is on "Stories of 
David." One session tells about David forgiving Saul and 
not killing him when he had an opportunity to do so. In 
this lesson the scripture is the Lord's Prayer with the 
introduction that Jesus said when you pray say Jesus' 
teaching about forgiveness is also told : "And whenever you 
stand praying, forgive if you have anything against anyone, · 
so that your Father who is in heaven may forgive you . "5 
The summer quarter contains two b i blical units of 
five sessions each. In the unit on "The Land Where Jesus 
1. III, 1, 3,4,5,6. 2. III, 4, 3,4. 3. III, 4, 3 . 
4 . III, 4, 3. 5. III, 6, 3 . 
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Lived" some biographical details about Jesus are supplied. 
Jesus was born in Bethlehem in Palestine . He lived in the 
town of Nazareth when he was a boy. He loved the out-of -
doors and spent long hours on the hillsides. Jesus helped 
his mother mind the baby. It was at home that Jesus first 
knew his Father God. God seemed near in the evening hours 
when he saw stars from his roof.l This son of a carpenter 
knows scriptures and how to teach even better than the 
rabbis. Why is Jesus the greatest teacher we know? The 
answer is because he knew God and helped others to under-
stand him better. He told a story about a shepherd. Then 
Jesus told them that God is like a good, kind, shepherd. 
God cares about each one of us. Jesus felt that people 
must love everyone even their enemies. He often spoke of 
what people knew best. 2 He indicated that the shema was 
the most important part of the law.3 
The unit "Finding Out About the Bible" is used to 
picture Jesus who knew many stories and verses of the Old 
Testament. Jesus learned from scrolls in the synagogue 
school.4 Jesus taught in the synagogues of other towns 
1. III , 7, 1. 
4 . III, 8, 4 . 
2. III, 7, 3. 3. III, 7, 5 . 
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than Nazareth. Then one day Jesus read from the scroll in 
the synagogue of his home village . He told them: 
I too have been chosen. I must do God's 
work. 
I must bring the good news of God's love to 
the poor. I must make those who are afraid free 
from fears. I must make it easy for everyone 
to understand the good way that God wants us 
all to live. 
When he left Nazareth Jesus must have felt sad and lonely. 
He knew he had important work to do. 1 Pictures of "Jesus 
in the Inn," "The Synagogue School , " "Teach Us to Pray, " 
"Synagogue, " "Matthew and Jesus, " and " On the Way to 
Jerusalem," are all suggested for use in the opening ses-
sion of the unit.2 The verbal picture of Jesus which is 
created indicates he is kind yet strong and has a clear 
voice and is helpful, wise, good , brave, and strong. " Tell 
Me the Stories of Jesus" is to be sung. The last session 
of the unit contains a number of biblical references which 
were to be used at home. If they were not , or : if the 
teacher chooses to do so, the children may look them up at 
the beginning of the session. References are made to : 
the shepherds finding Jesus. 
Jesus and the children. 
1. III, 8, 4. 2 . III, 8, 1 . 
Jesus 
Jesus 
Jesus 
Jesus 
in the home of friends. 
and a blind man. 
and some hungry people. 
finding Matthew.! 
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(3) Junior Units. There are ten biblical units plus 
one unit with two biblical sessions in the junior courses. 
Altogether there are seventy one biblical sessions for the 
boys and girls of the fourth, fifth, and sixth grades. The 
references to the person and/or work of Jesus were noted 
in fifty two of the seventy one sessions. References to 
God were noted in thirty three of the sessions which 
mentioned Jesus. 
The first unit in Course IV is on "Learning to Use 
and Enjoy the Bible." The song "Book of Books" is to be 
taught to the children omitting verse three. In session 
two, "The Books about Jesus," the song "Book of Books" 
includes the phrase "Praise God for the Word made Flesh." 
The teacher's notes suggest using "Jesus" instead of "Word" 
in the phrase once or twice so that the children will under-
stand the symbolism . Again Jesus' wonderful deeds and help 
for people are mentioned.2 "The Bible Jesus Knew" is the 
1. III, 8, 5 . 2. IV, 1, 2. 
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approach used to some of the Old Testament scriptures. The 
scenes of his Nazareth home where Jesus learned the shema 
and touched the Mezuzzah are recalled. By the age of six 
years Jesus recited the shema and at twelve years took his 
place in the men's part of the Synagogue. Since Jesus 
matured with the scriptures he knew the Psalms and quoted 
from them in the Temple. When he returned to Nazareth he 
went to the Synagogue and read from the scroll of Isaiah. 1 
The next unit is devoted to "The Songs of Christmas." 
More new terms and breadth of meanings seemed to be intro-
duced in this unit's content than in any single prior unit. 
The Christmas hymns and carols which are to be sung include 
phrases such as "Born is the King of Israel," "A Savior 
who is Christ the Lord," "King of Angels," With the dawn 
of redeeming grace," and "Head of the Father now in flesh 
appearing." The angel Gabriel's visit to Mary is told in 
a story. Gabriel told Mary she was going to have a baby. 
"He will be great and will be called Son of the Most High," 
and "the Son of God." This story tells about John being 
born to Elizabeth and Zacharias, the journey to Bethlehem, 
1. IV, 1, 3. 
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the Luke Christmas story, the Wise Men and Herod, and the 
dedication of Jesus in the Temple. Of this latter event it 
is reported that Simeon felt he had seen the one whom he 
had waited for so long. "The child," he said, "would grow 
up to be a great light, to show the way not only to his 
people of Israel but to other peoples also." Suggested 
scriptures for the unit, in addition to the Matthew and 
Luke Christmas stories, include the Isaiah reference to 
Jesus' name being called "Wonderful, Counselor, Mighty God, 
Everlasting Father, Prince of Peace," and "The government 
will be on his shoulders and of the increase of his govern-
ment and peace there will be no end." An instructional 
type sentence is to be used to indicate that Jesus "did 
not bring peace directly but showed men how to work for 
it."1 The deeds and teachings of Jesus are stressed in 
this Christmas unit as things he did to help people remem-
ber him. The songs and poems present a Jesus who: 
helped people who suffered of pain in mind 
and body; (So.)2 
had love and help which reached out to all 
peoples;2 
1. IV , 2 , 4. 2. IV , 2 , 1. 
taught simple new law of right twixt God 
and man and from that grows right twixt man 
and man; (Po.) 1 
as Christ had pity for sorrow, hatred for 
sin, care for the weakest, courage for right, 
dread of darkness, and love of light; (Po.)2 
explained the need to care for the hungry, 
and thirsty, to be kind to strangers and 
furnishing them clothes, and to comfort the 
sick and troubled;3 
helped Zaccheus discover God would forgive 
his sins when he righted the wrong he had done;4 
did works of healing.4 
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The concept of Jesus' relation to brotherhood is introduced 
with the thought that "Jesus is a person who belongs to the 
world--all races, all colors, and all creeds."5 Later in a 
poem and story there is reference to Jesus not being a 
"white" person but one with brown skin and dark hair and 
eyes. 6 The scripture from Isaiah that "the Spirit of the 
Lord is upon me ••• " and the one referring to the Two 
Great Commandments are in the closing session.7 
As is the case in all the primary and junior units, 
the Christmas unit is followed by a missions unit. The 
fourth grade boys and girls are to study about "The Bible 
1. IV, 2, 2. 2. IV, 2, 3. 3. IV, 2, 4. 
4. IV, 2, 5. 5. IV, 2, 3. 6. IV, 2, 5. 
7. IV, 2, 5. 
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Around the World." Then the next unit is the biblical unit 
on "Exploring and Using the Bible." The sessions of this 
unit once again include reference to Jesus attending the 
synagogue school and learning the laws, shema, and some 
Old Testament scriptures including Psalm 100. The sug -
gestion is made that the ten-year-olds use their Bibles 
to find and read New Testament teachings of Jesus. These 
New Testament references include several not previously 
noted in biblical units. These are ones beginning with 
"You are the light of the world . , "1 "A house built 
upon the rock ... ,"2 "not everyone who says Lord, Lord 
... ,"3 and "You have heard it said, 'You shall love your 
neighbor and hate your enemy t u4 More familiar 
scriptures are: 
The 
Whatever you wish that men would do to you, 
do so to them.5 
Let the children come unto me and do not hinder 
them for to such belongs the Kingdom of Heaven.6 
The Two Great Commandments.7 
third session of this unit, "The Prophets and Their 
Message," includes a reference to Jesus being the greatest 
1. IV, 4, 3. 2. IV, 4, 5. 3. IV, 4, 5. 
4. IV, 4, 3. 5 . IV, 4, 3 . 6. IV, 4, 4. 
7. IV, 4, 5. 
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of the prophets or spokesmen of God."1 
Two sessions of a four session unit on "When Easter 
Comes" were designated as "biblical" sessions. The pre-
sentations for Palm Sunday and Easter cover the triumphal 
entry, driving the money changers from the Temple, the 
Last Supper, Gethsemane, the arrest and courtyard scene 
in Temple, the cross, the tomb, and the fact "he is risen . " 
Some new details appear in the stories. The taking of 
bread and wine that is "done in remembrance of me" that 
we call "colliJlUnion" is mentioned in connection with the 
Last Supper story. 2 Jesus' washing of the disciples feet 
to let the disciples know that love makes one willing to 
do a helpful task is also a part of this Last Supper story. 
It is emphasized that "love is the foundation for living." 
"Love one another as I have loved you." "Greater love hath 
no man than this that a man lay down his life for his 
friends." The loving of enemies and treating all people 
as God's children is a part of the presentation on love. 
MOre details about the tomb visits are noted with Peter, 
Mary Magdalene, and Mary the mother of James, and Salome 
1 . IV, 4, 5. 2. IV, 5, 3 . 
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going to see Jesus of Nazareth who was crucified. "He is 
risen, he is not here." "He is going before you to 
Galilee."l The presentation of instructions about the 
resurrection is to teach the ten-year-old child that the 
cross did not bring an end to the life and work of Jesus. 
His spirit is living still through acts of kindness. The 
scripture states, "You did not choose me but I chose you 
and appointed you that you should go and bear fruit." No 
one can explain just what had happened between when Jesus' 
body was laid in the tomb and the finding of the empty 
tomb. His friends knew he was alive and would never leave 
them. One poem, which was published in Thoughts of God 
for Boys and Girls, in the pupil's book makes reference to 
the belief that Jesus is not dead and the something about 
him which lives on is' the spirit of love. A number of 
hymns such as "All Glory Laud and Honor," "Christ is 
Risen," and "Fairest Lord Jesus," and "O Master of the 
Loving Heart" are to be used on these two Sundays.2 
One more unit, "The Book of Psalms and Our Hymnal," 
has two sessions in which references to Jesus were noted 
1. IV, 5, 4 . 2 . IV, 5 , 3 , 4 . 
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on the analysis forms . In teaching about the Psalms the 
children are told that at the age of twelve Jesus journeyed 
Z . . h p·l . 1 to 10n w1t 1 gr1ms. The session entitled ''The Lord is 
King" has reference to the scripture "Think not I have come 
to abolish the law . . . " and the Great Comnandments. 2 
Course V begins with a unit featuring "The Homeland 
of Jesus." This unit is more geographical in approach than 
the Course III unit, "The Land where Jesus Lived" which 
gives an environmental approach to the farmer, the market, 
and the well. To motivate this study of Palestine the ten-
year-olds are told they want to study about it because Jesus 
lived and traveled there. The first session, "A Country 
for Christians to Study at Church," incorrectly indicates 
that we are "called Christians because 'Christ' is another 
name for Jesus." Though the term Christ has appeared in 
song and scripture this is the first time an attempt to 
establish a concept of relationship between the terms has 
been noted. The unit begins with the story of Abraham and 
his relationship to Palestine. The children are to be told 
that Jesus heard the story of Abraham and was his descend-
ant.3 
1. IV, 8, 2 . 2. IV, 8, 4 . 3 . v, 1, 1. 
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Jesus views all of Palestine from its mountain tops.l 
The fact that Rome ruled Palestine during Jesus life time 
was noted in the session on "A Land that Many People Have 
Wanted." While working on map location, a game is intro-
duced where the children are to locate places where Jesus 
had been and had done things. 2 
The unit to be taught at Christmas in Course V 
features "The Gospels: Good News Then and Now." This unit 
introduces the book of Mark into the Christmas story by 
referring to its opening "the beginning of the Gospel (good 
news) of Jesus Christ, the Son of God."3 The ten-year-olds 
are asked why Matthew and Luke have birth stories but Mark 
does not. Indication is given that the answer is to be 
found in the historic problem related to Rome. 4 Hymns have 
been chosen to emphasize the "Good News" of Jesus' birth. 
These include "Joy to the World," "There's a Song in the 
Air," "It Came Upon the Midnight Clear," "Hark the Herald 
Angels Sing," and "Good Christian Men Rejoice." Instruction 
is to be given that the Good News is that "God is loving, 
kind, and forgiving which is told not only in words but in 
1 . v, 1, 2 . 
3. v, 2, 1 
2 . V, 1, 7. 
4 . v, 2, 2. 
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kindly deeds of service and helpfulness."1 Jesus knew and 
taught the Good News. Some of these stories of Jesus are 
the Good Samaritan, the Lost Coin, the Lost Sheep, the 
Lost Son, and the ones that tell of healing and kindness. 
Paul and Luke were missionaries who told the Good News of -
Jesus Christ the Son of God. 2 Scripture emphasized to 
illustrate the idea of Good News is "For I was hungry and 
you gave me food, I was thirsty and you gave me drink, 
stranger and you clothed me. As you did it unto the least 
of these you did it unto me."3 
In Course V the ten-year-old boys and girls study 
"The Story of Jesus" for sixteen weeks. 4 This is the first 
biographically ordered approach to the life of Jesus. The 
first nine sessions continue from the home life of Galilee 
to leaving Nazareth and then the starting of his ministry 
and through to the death and resurrection. The tenth ses-
sion, "You Shall Be My Witnesses," indicates the disciples 
taking on the responsibility to continue Jesus' ministry. 
1. V, 2, 3. 2. V, 2, 3. 3. V, 2, 1,2. 
4. This same unit title appears as three levels of the 
courses: III, V, and VII. A unit every other year and 
a total of twenty nine sessions are devoted to "The 
Story of Jesus." 
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Next, Jesus' teachings about people, God, prayer, love and 
good will, and brotherhood each have a Sunday devoted to 
them. The last session is a unit review. Through the unit 
an attempt has been made to present a more complex approach 
to both the life and teachings and continuance of Jesus than 
any prior approach. 
The boyhood picture of Jesus is deepened by reporting 
that Jesus took over the carpenter shop after Joseph's 
death. The boy is curious and wants to learn about religion 
and asks questions of his mother about the sabbath rules 
and indicates his disagreement with some of the rules. Jesus 
called God "Father" while he was quite young. It was in 
his home environment that Jesus learned about people and 
what they were like within. He loved both the good and bad 
people alike. The songs and poems still represent Jesus as 
"friend to everyone through the countryside" and as being 
great hearted, tender, true, brave, and gentle. 1 
Jesus' baptism by John, "From whom we first hear of 
Jesus' ministry,"2 is presented as indicating "Jesus was 
chosen by God to do some very special work in the world . "3 
1. v, 4 , 1. 2. V, 4, 2. 3. v, 4 , 3. 
At his baptism Jesus looked as if he were in the presence 
of God and went out to lead a different kind of life. 1 He 
felt like he needed to go away and do some hard thinking 
and make plans for the rest of his life. He forgot about 
the t~e and food, but he did have a plan emerge. The 
story of the Temptations from Luke 4:1-15 is to be read. 
The pupil's storybook reports Jesus knew he would do his 
work in some quiet, humble way. He would speak to people 
wherever they found h~. He would listen to God to tell 
h~ the best way to lead others. 2 The story contains the 
scene of the members of the Nazareth Synagogue becoming 
angry with Jesus preaching.3 
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Jesus chooses his helpers with the call "Follow me," 
and tells them, "He who is not against me is for me,114 the 
ministry of teaching and healing was carried out s~ltane­
ously. Jesus helped all he could in God's name. The people 
needed the Good News he had of God's love and care for them. 
Jesus told stories of events and common things in their lives 
but it was the things he did rather than the way of life. 
1. V, 4, 2. 
3. v, 4, 3 ,5. 
2. V, 4, 3. 
4. V, 4, 4. 
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that made people seek him. These events of his ministry are 
presented to the children: 
healing of a paralytic;l 
cure of a sick woman;l 
healing of two blind men;l 
healing of Bartmaeus;2 
objection to the Pharisees rules ignoring 
people's needs;3 
healing of man whose hand was paralyzed 
done on the Sabbath;3 
association with sinners.3 
These scripture verses associated with these different events 
help interpret them: 
The Golden Rule;l 
You have heard it said unto you, "Love 
your neighbor and hate your enemy," but I say 
unto you . . . "1 
The Spirit of the Lord is upon me ... "3 
As Jesus is pictured in his ministry it is mentioned 
that "He sought God's guidance as was his custom," or some 
other phrasing gives evidence of Jesus' prayer life.4 
Jesus was misunderstood in Galilee. He knew that 
only God's way of love could save Palestine from Rome. He 
decided he must go to Jerusalem with the hope of being 
understood there.5 He knew suffering was ahead of him but 
1. V, 4, 5. 2. V, 4, 7 3. v, 4, 6. 
4. v, 4, 1,3,4,5,6,8. 5. v' 4, 10. 
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set his face toward Jerusalem with a fear of trouble mixed 
with anxiety and hope. The Easter time sessions once again 
present the Temple cleansing, the Last Supper, the foot 
washing, the soldiers coming to the garden to arrest 
Jesus, the trial, the death on a cross outside of the city, 
and friends taking him from the tomb. Several comments 
were noted that had not appeared in earlier presentations 
of the Easter story. The remembrance of Jesus on Thursday 
of Holy Week is an instructional note included in the Palm 
Sunday presentation . l The Easter story in the Gospel of 
John is introduced.2 An attempt to present the leadership 
role of Jesus was noted in a few statements to indicate 
he was not a soldier King but one who could help the people 
discover God and show them how to live a life of good will 
and teach others the way. 3 The disciples discovery of 
responsibility is related to the fact that they believe 
that Jesus "was the great leader for whom everyone had been 
looking," and the insight "you are the Christ, God's 
leader, the son of the living God."4 No attempt to explain 
1. V, 4, 8 
3. V, 4, 8. 
2. v, 4, 9. 
4 . v' 4' 10. 
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the Easter message "He is risen," was noted. 
The scriptures of Jesus' commission to his disciples 
are included i n the session "You Shall Be My Witnesses . " 
All authority in heaven and earth has been 
given to me. Go therefore and make disciples 
of all nations, baptizing them in the name of 
the Father, of the Son, and of the Holy Spirit, 
teaching them to observe all that I have commanded 
you, and lo, I am with you, to the close of the 
age.l 
This is the first noted reference in a biblical unit to 
the concept of the Trinity. No attempt to give any explana-
tion was seen. The story in the session also gave reference 
to the scripture, "Tend my sheep; feed my sheep." 
Jesus' teachings on generalized subjects are used 
during the next five weeks. The ten-year-olds are to hear 
the Beatitudes, the Golden Rule, and the challenge to 
turn the other cheek and be perfect as their Heavenly 
Father when Jesus' teachings about people are presented. 2 
Jesus teachings about God are related to the Two Great 
Commandments and the stories of the Lost Sheep, the Lost 
Coin, and the Forgiving Father.3 The idea that prayer is 
best when it is between you and God is implemented through 
1. v, 4' 10. 2. v, 4, 11. 3. v, 4, 12. 
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the use of scripture contrasting the hypocrites prayer on 
the street corner and the one who prays in his room with 
the door shut. The presentation of the Lord's Prayer 
includes interpretive comments that God is the father of 
all persons, honor should be given to Him, his Kingdom 
is here among us, and it is "our" bread not "mine" for 
which we are to ask.l Jesus' views on love and good will 
include the idea that the way to please God is by thinking 
of others first. The scripture "I was hungry and you gave 
me food ... " is used. Interpretation of the meaning of 
the Kingdom suggests that the Kingdom is a way people live 
rather than a set of rules. The Kingdom can happen all 
the time and anywhere except where people live selfishly 
and have no thought of anyone but self. This session 
includes the parable of the Last Judgment as a part of the 
story. This is given without any reference being made to 
the judgment of God. The Rich Young Ruler, who did not 
sell all he had and give to the poor, as Jesus taught, 
is contrasted with Zaccheus, who did as Jesus taught. A 
poem pictures Jesus making people whole by giving love. 2 
1. v, 4, 13. 2. v, 4' 14. 
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"From East and West" is the title of the session which 
features in story and scripture the stories of Jesus and 
the Roman, the Good Samaritan, and the Samaritan woman at 
the well. Jesus is pictured as "Brother of All the World" 
in a poem by Alice M. Pullen. The story of Jesus and the 
Samaritan woman at the well is the means of focusing the 
brotherhood teachings.l 
The review session suggests a singing of some of 
the hymns of the unit. These include: 
At Work Beside His Father's Bench; 
0 Master Workman of the Race; 
We Would See Jesus; 
0 Master of the Loving Heart; 
All Glory Laud and Honor; 
0 Rugged Master of the Hills; 
Fairest Lord Jesus; 
0 Son of Man; 
The Company of Jesus. 
The closing thought to the unit is a selection entitled 
"His Work Goes On" from John Oxenham's Gentlemen the King.2 
Course VI begins with a unit on "Understanding the 
Early Old Testament" which was noted to have references to 
Jesus in two sessions. The session on "The Exodus" refers 
to the Feast of the Passover. An insert is made that this 
1. v, 4, 15. 2. v, 4' 16. 
feast is the reason Jesus went to Jerusalem. Jesus 
changed the order of the ceremony and started 
the Lord's Supper so followers might remember 
him when they eat and drink together and renew 
their desire to be like him in their love for 
God and their fellowmen. 
The prayer in this session suggests that " Because Jesus 
lived we know you as the kind and loving Father of all 
men."l A later session entitled "The Lord Our God" deals 
specifically with Jesus' teachings about God.2 The 
story includes the sentence that Jesus "came to show all 
the world what God is really like . " Through instruction 
the teacher is to tell the eleven-year-olds what Jesus 
taught that God is really like. God i s God and Father of 
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everyone. He cares for everyone. There is no special r eward 
in being good; i t is how one meets hard and good things 
that matters to God. God is everywhere; being a spirit 
with people wherever they are. It is the inner purity of 
people and not the ceremonials in which God is more inter -
ested . The small gift of one who is poor is appreciated by 
God just as is the much which is given by a rich person. 
There is only One God, who is the God of all people, and 
1. VI, 1, 5. 2 . VI, 1 , 9. 
he makes his sun to rise on the just and the unjust. To 
God, who is the Creator and Giver of all things, we are 
to be stewards. Jesus taught that we should love God and 
our neighbors. He left us a new commandment to "love one 
another even as I have loved you. "1 
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The Christmas unit at this course level is entitled 
"Because Jesus Came." Jesus came as God's gift for all 
people. 2 The eleven-year-old children are to discuss what 
was happening at the time of Jesus' birth . This refers to 
the sociopolitical environment of the first century 
Palestine.3 The world of Jesus day needed a leader. Jesus 
became a leader but his leadership was to be that of a 
servant. This servant - leade~. role of Jesus is a focus in 
this unit. John the Baptist's inquiry to Jesus asking if 
he is the leader who is to come receives this answer from 
Jesus: 
. . . the blind receive their sight and the 
lame walk, lepers are cleansed and the deaf hear, 
and the dead are raised up, and the poor have 
good news preached to them. And blessed is he 
who takes no offense at me.4 
Another scripture verse adding to this idea is the one with 
1. VI, 1, 9 . 2 . VI, 1, 3. 
3. VI, 2 , 4. 4. VI, 2, 1 . 
reference to "he who would be great must be servant of 
all."l Also this verse was noted for the first time in 
the biblical study units; II even as the Son of man . . . 
not to be served but to serve, and to give his life a 
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came 
ransom for many."l The Isaiah 61:1-4 verses telling about 
"The Spirit of the Lord is upon me . . ."are used in two 
sessions.2 The parables of the Good Samaritan and the 
Last Judgment appear in another session.3 The children are 
to be told that "when we think of the coming of Jesus and 
what his coming has meant to the world we know that God is 
like an everlasting Father."4 
The last biblical unit in the children's division 
courses is the first one to feature a New Testament person 
other than Jesus. "Paul, Messenger of Good News" is a 
unit four weeks in length. The only reference to Jesus as 
revealer of God was noted in the first session. The story 
includes the statment that the life and teachings of Jesus 
inspired a number of his disciples to go to new places and 
to tell people what they had learned from him. Paul, at 
1 . VI, 2, 1. 
3. VI, 2 , 2 . 
2 . VI, 2 , 1 , 3 . 
4. VI, 2 , 3. 
Cyprus, said that he knew Jesus as the Messiah "who had 
been sent to show men what God is like."1 
(4) Junior high units. The biblical unit with 
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which Course VII opens is entitled "How We Got Our Bible." 
As was noted in the children's units, the motivational 
introduction is through the approach of a session entitled 
"The Bible Jesus Used." Jesus is pictured as "a vital and 
joyous youth eager to grow up and take his place in the 
world as God's helper." As a youth he learned about 
injustices done to neighbors and the difficulties of living 
under Roman rule. He knew the messianic expectations of 
his people. He was able to read from Isaiah and learned 
about the work he could do. He thought "I too will do some 
great deed for God!" Jesus knew he was God's son and had 
a special work to do. When he began his work he used the 
Scriptures and made God's Word clearer as he explained it 
by his life and by the words which he spoke. Jesus taught 
that a person cannot live rightly without God's spirit in 
his heart and life. It was the life and teachings of Jesus 
which inspired the New Testament. The story of Jesus' 
1. VI, 4, 1. 
temptations, with his use of the Old Testament scriptures 
to give his answers, is an example of his familiarity 
with the scriptures. 
The use of questions for discussion is a method 
employed in the youth division courses. In this first 
session the twelve-year-olds are asked, "How did Jesus 
worship?" and "In what ways might God have spoken to 
Jesus?" The suggested answers in the teacher's guide 
include the response "through nature and family love."1 
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The fact that Jesus expected his disciples to 
remember and pass on his teachings, and the fact that the 
teachings were to be lived and tested out in the disciples 
daily experiences are to be taught in the session "From 
Jesus Day On." The Passover meal with the disciples is 
mentioned with Jesus' request to "do this in remembrance of 
me."2 
Jesus' teaching that "God is spirit and those who 
worship must worship in spirit and truth," is used in a 
session about translating the Bible into a common language. 
The parable of the weeds amongst the wheat in the field is 
1. VII, 1, A, 1. 2 . VI I , A , 1 , 3 . 
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. h' . 1 1 ~n t ~s sess~on a so. The comparison of biblical versions 
is suggested as a teaching procedure. The story of the 
Prodigal Son is to be read in this comparative manner.2 
The Matthew scripture about the speck in the brother's 
eye appears in this session.3 World mission scriptures are 
featured in the last session of the unit. The Isaiah 
"How beautiful upon the mountain . . . " (52: 1-10) , the 
John "For God so loved the world . " (3:16), and the 
Matthew commission to "Go therefore and make disciples 
. . . " (28: 16-20) are used in the session "The Bible Goes 
Around the World."4 
The second unit of Course VII is on "Using Your 
Bible." Each session is devoted to a topic with which the 
Bible may help a person. Jesus is related to the weekly 
topics. Thanksgiving is the first theme . Jesus is pictured 
by John as "full of joy and praising God continually." 
Then it is mentioned that Jesus gave thanks before the 
feeding of the thousands. Jesus expressed happiness and 
was a happy person.S The second theme is "Making Important 
Dec is ions." A story is used to describe Jesus who spent 
1. VII, 1, A, 5. 2 . VII, A, 1, 6 3 . VII, A, 1, 6. 
4 . VI I, A, 1, 7 . 5. VII, 1, B, 1. 
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his days working in the carpenter shop. Then he went to 
the Jordan River where he was baptized and joined a move-
ment preparing for God's kingdom on earth. It was then 
that Jesus met and mastered temptation and chose a way 
of life in harmony with God's plan . It was a life of 
service and in the end he chose a cross. The twelve-year-
old youth are then to use scripture and discuss Jesus' con -
duct in face of popular demands. Scripture references to 
be consulted are:l 
Mark 1:32 -45; ministry and healings. 
Matthew 14:19-25; feeding of thousands and 
withdrawal. 
John 6:15; perceiving he was to be made King 
he withdrew. 
Matthew 5:38 42; way of dealing with enemies. 
Luke 10:30-37; the story of the Good Samaritan. 
"Wisdom from the Past" is the focus of the third 
Sunday's study. Jesus is "wiser than all the wise men of 
the Old Testament." He gave the choicest wisdom of all 
called Christian wisdom. It was Jesus' great purpose to 
show what God is like and to teach people how to live 
together in an ideal community life which he called the 
Kingdom of God. Three scripture references, all from the 
1. VI I, 1, B, 2. 
Sermon on the Mount, are used: the Beatitudes (Matthew 
5:3-12), the salt of the earth ... (Matthew 5:21-26), 
and the story of two builders (Matthew 7:24-27). 1 
The fourth week's session is entitled "Learning 
to Know God." Jesus helped people ~now that God was 
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indeed a loving and forgiving Father. He told them the 
story of the wayward son and the forgiving father. Instruc-
tion is to be given that "God had sent Jesus into the 
world to help people bear all kinds of trouble." Scripture 
references from the Gospel of John and I John are to be 
studied. These references include: the prayer that all 
may be one (John 17:20-26); the admonition "Let not your 
hearts be troubled ... in my Father's house there are 
many rooms ... (John 14:1-3); and "Beloved, let us love 
one another: for love. is of God, and he who loves is 
born of God and knows God"(! John 4:7-8). 2 
Session five is devoted to "The Good News of Christ-
mas." "God's gift of the Christ child to the whole world," 
and "The story of the birth of Christ their Lord" is 
through the Lukian scripture. The geneology through Abraham 
1. VII, 1, B, 3. 2. VII, 1, B, 4. 
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and David is noted. Attention is called to the fact of 
B.C. and A.D. calendar resulting from the birth . The media 
of art, music, and literature are used to tell of the 
event. 1 The last Sunday of the unit is on "Expressing 
Appreciation for Their Bibles." The youth are assured that 
Jesus expressed appreciation. Two illustrations are Jesus 
thanking Mary for act of kindness toward him, and Jesus 
giving credit to people for their own best ways of expres-
sing appreciation.2 
"The Story of Jesus," the seven Sunday version for 
the youth division, is the next unit. Little difference 
in approach or content was noted when comparing the content 
about Jesus life and work with the prior materials. New 
notations include the voice at the baptism saying, "Thou 
art my beloved Son in whom I am well pleased." Also the 
reference to Satan in the story of the temptations is to be 
called "symbolical." The dedication of Jesus to the task 
of showing that the Kingdom here is interpreted so that the 
Kingdom of God is the will of God on earth.3 
As "Jesus Begins His Ministry" the personality is 
presented as one with joyous bearing and radiant smile, 
1. VII, 1, B, 5. 2. VII, 1, B, 6. 3. VII, 2, A, 1. 
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and one who had a good time with his· disciples . With an 
awareness that the Kingdom had come he called men to be 
fishers of men and traveled through Galilee with a radiant 
faith in God. The statement is made that "Jesus healed 
many but never put it first in his teachings" as he felt 
preaching was his task. The miracles [first noted use of 
the term] are related to Jesus' faith in God, his Father . 
When he healed a palsied man he told him his sins were 
forgiven. Jesus had not forgiven the man's sins; he only 
assured him it was God who had forgiven him. Jesus did 
not do "things in a conventional way." He said that the 
Sabbath was made for man and not man for the Sabbath. He 
chose a publican for a disciple. He said his business was 
to help sinful ones. The parable that one does not put 
new wine into old wine skins was noted with the interpreta-
tion that "we must live in a new way in keeping with the joy 
we feel in our hearts."l 
The much-used topic "Friend of Everyone" is the 
third session of this unit. Instructional type sentences 
state that Jesus is a "friend of everyone," "unbelievably 
1. VII, 2, A, 2. 
friendly," and "completely unafraid." The Sermon on the 
Mount is the scripture and questions are asked about what 
Jesus taught about trusting God and loving one's enemies . 
The Beatitudes are the source of the answers. Jesus even 
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healed a servant of a Roman soldier. He taught that in 
the Kingdom love reaches out to those who lack righteous-
ness. The anointing of feet is told with the comment, 
"Your sins are forgiven, go in peace." For Jesus the 
power of God was actually at work in this world. One need 
but open the door and let the power of God work. Where 
the power of God works; there is the Kingdom. Three 
examples of the power at work through Jesus are suggested: 
on the Sea of Galilee amidst the storm, healing of a man 
named Legion, and Jarius' daughter being brought back to 
life. Of this latter event there is only a comment that 
for the Christian "life goes on."1 
The fourth week's session is entitled "The Road that 
Stretched Ahead." The pupil's reading book begins with 
Jesus sending his disciples out to preach and to go with 
Faith in God. The story also includes John the Baptist's 
1. VII, 2, A, 3. 
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inquiry . Jesus reply is noted as "a reassuring word after 
showing the messengers how the power of God was at work. " 
The beheading of John the Baptist by Herod is related. 
Peter's confession that "Thou art the Christ" is recorded. 
Jesus' indication of his impending death is coupled with 
his teaching: 
If anyone wants to follow me he must expect 
to say "No" to himself, and take a cross on his 
shoulder and come along. Anyone who tries to 
save himself will lose all that means most. Only 
he who is willing to lose his life will really 
save it. What good does it do a man if he gets 
everything else and his soul goes to pieces in 
the getting? 
The experience of the Transfiguration is included. Along 
with these above references mention is made of the teaching 
and feeding of the multitude and preaching in the Nazareth 
Synagogue . The synoptic gospel references are given for 
each event . The suggested session plan is discussed in the 
teacher's guide. For emphasis three scenes from the life 
of Jesus have been selected and given teaching notes: the 
Nazareth Synagogue preaching, Peter's great confession, and 
the Transfiguration. An awareness of the "concept load" 
seems to prompt this paragraph in the teacher's guide: 
It is very difficult, in sessions as short as 
these, to decide just what emphasis should be 
made, and to avoid a "scrappy" impression, a 
failure to arrive at any goal. Three scenes have 
been selected here from those in the Reading Book, 
but even these are too many. Perhaps different 
members of the class might tell these stories, 
and the class might choose what they wish to 
discuss . 
The teacher is then instructed, "It might be well to make 
296 
the discussion focus on Jesus' "courageous facing of death." 
The picture of opposition to Jesus is to have come from the 
events presented in the session. One phrase of the pupil's 
story states that 
It was only when he [Jesus] gave himself to 
dying for his Father, as freely as he had given 
himself for living for him that he would accom-
plish his purpose in the world.l 
The next session, "Along the Road to Jerusalem," 
includes the story of the triumphal entry with the crowds 
hailing Jesus as the Messiah and that Jesus did not stop 
them. Jesus had encountered a number of people on the road 
to Jerusalem. These stories are told of his experiences: 
the epileptic boy; 
mothers and their children; 
would-be disciples; 
rich young man; 
Zaacheus; 
quarreling amongst the disciples. 
1 . VII , 2, A, 4 . 
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The story of the Rich Young Ruler includes Jesus' statement 
that "none is good, save God." The need to subordinate the 
love of wealth to the demands of Christ is mentioned. 1 
"The Events of the Last Week" are described in daily 
detail in the sixth session. The cleansing of the Temple, 
the questions concerning his authority and taxation are 
put to Jesus by his enemies. The scene in the Garden of 
Gethsemane is given in more detail than previously noted. 
It is to be read from the scriptures. Discussion is to be 
held about these events of the last week. 2 
The culminating session of "The Story of Jesus," 
"Jesus, Victorious Over Suffering and Death," presents the 
trial, crucifixion, and resurrection of Jesus through 
story, scripture, and audio-visual aids. The resurrection 
is explained by stating that Jesus' life was not over . "He 
was alive and out in the world of men." The disciples 
experience is what made them sure he was there with them . 
They knew from their own knowledge that he was there with 
them. The realization that God's kingdom was actually there 
and among them came to the disciples and strengthened their 
hearts. Jesus had called them to follow him and brought 
1 . VII, 2, A, 5 . 2. VII, 2, A, 6. 
power into their lives. The statement is made that if we 
follow him he will likewise bring us to God. 1 
Course VIII for thirteen-year-old youth presents 
"The Story in the Bible" for thirteen weeks. The tenth 
session, "And then came Jesus," is a one session review 
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of the life of Jesus from his birth through his appearance 
in the room with the disciples following his crucifixion. 
The idea that God, his Father, was very near to him is 
stressed throughout the session. 2 The next chapter in the 
story is entitled "United in Christ's Name . " In it "Jesus 
was sent by God," and "God's power runs through him." 
Jesus was arrested and crucified because he taught that the 
spirit of love in the heart is far more important than 
scrupulous observance of religious laws.3 
In the session "The Good News Spreads"4 an alternative 
scripture is suggested for study. It is Paul's description 
of the meaning of Christ's coming into the world. The 
selection includes: 4 
. . . Therefore God has highly exalted him and 
bestowed the name which is above every name, that 
1. VII, 2, A, 7 2. VIII, 1, A, 10. 
3. VIII, 1, A, 11 . 4. VIII, 1, A, 12. 
at the name of Jesus every knee should bow, in 
heaven and on earth, and every tongue confess 
that Jesus Christ is Lord, to the glory of God 
the Father. 
(Phil. 2:9-11) 
299 
The concluding session contains a reference to Jesus' 
life being full of power but that his enemies brought about 
his death . The familiar "Jesus showed people what God 
is like" is still noted. 1 
Course IX has three biblical units. The first one 
is a presentation of religious discoveries. The discoveries 
are told in their chronological order beginning with 
Abraham. The eighth session includes the question of formal 
and informal worship with Ezekiel's and Jeremiah's positions 
being contrasted. Jesus' teaching that "God is Spirit and 
those who worship him must worship in spirit and truth" is 
noted. 2 The tenth week poses the question "Why do people 
suffer?" The principle that one may suffer on behalf of 
others was demonstrated supremely in Jesus' life and death . 
He suffered by crucifixion as though he were a criminal when 
he was innocent of any wrong doing. However, Jesus believed 
his suffering in the Garden of Gethsemane and on Calvary 
1 . VIII, 1, A, 13. 2. IX, 1, A, 8 . 
would help bring back people to God. As the result of 
his triumphal suffering on the cross millions have found 
a loving and forgiving Father. Jesus insisted that death 
was not the end.l 
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The idea of "A Universal God" is discussed in the 
next session. The story instructs that it was believed 
that "in time there would come One who would show to men 
more fully than they every had been shown before what God 
was like." Then it is stated that "through Jesus of 
Nazareth has come an understanding of God and a way of life 
that has never been surpassed."2 
"The Coming of the Messiah" is the lesson for 
Christmas Sunday. The coming of God's Son into the world 
as a tiny baby revealed the love of God. Jesus was to bring 
men into right relationship with God and to bring men the 
understanding that God loves them. To do this Jesus did 
not see the messiahship as one of a national kingdom but 
to lead men to make God the King of their lives. He was to 
save individuals not national bodies or organizations. Every 
illustration Jesus used indicated that the Kingdom would 
1. IX, 1, A, 10. 2. IX, 1, A, 11 . 
come as men's lives were changed. Then as men's lives 
changed the world in which they lived would change. 1 
Jesus came only after men had made the discoveries 
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of truth necessary in order that his message might be 
understood and appreciated. It is in Jesus that we have 
"the real climax of religion." These statements were noted 
in the concluding session of the "Religious Discoveries" 
unit. Jesus differed from the traditional teachings. He 
applied the great principles to life. The Golden Rule is 
an example. He taught that what we think is more important 
than what we do. Jesus never argued the existence of One 
God nor a moral God. He built upon the idea that God is 
love but he had to demonstrate it in his life and death 
before people believed his teaching was true. It was 
building of citizens of the kingdom and not just the kingdom 
that was Jesus' concern. 2 
The second unit for the fourteen-year-olds is about 
"The Good News Jesus Brought." The first item of Good News 
is news of the Kingdom. Jesus proclaimed that the Kingdom 
of Heaven is at hand. He went about Galilee teaching and 
1. IX, 1, A, 12. 2 . IX, 1, A, 13. 
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preaching the Gospel of the Kingdom and healing every disease 
and infirmity . The Beatitudes are presented. Jesus taught 
that the Kingdom of God is in your midst and already exists 
in the mind and heart of every person who sincerely loves 
God and wishes to obey him. Jesus came to establish the 
rule of God in the hearts of men. 1 
Another item of Good News which Jesus brought is 
that God is Our Father . The analysis indicates that this 
session has more direct content concerning the concept 
that Jesus Christ is the revelation of God the Father 
than any other session in the biblical studies sessions. 
The explicit teaching by Jesus himself that he is the 
revelation of God the Father appears. "He who has seen 
me has seen the Father." Jesus' thoughts and purposes were 
the same as God's. Jesus' ways of treating people were 
the same as those of God's. Therefore, when men saw Jesus 
they needed to look no farther to know what God is like. 
By word and deed Jesus set God before us as Father. "The 
Father is just and firm in his determination that we shall 
obey His will. The Father is kind and forgiving when we 
1. IX, 2, A, 1. 
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seek his ways and always careful in His love to supply all 
our needs." The scripture used includes: 
I am the way, the truth, and the life; no 
one comes to the Father but by me. If you had 
known me, you would have known my Father also; 
henceforth you know him and have seen him.l 
Prayer is the next subject of Good News. Eight 
scripture references give examples of Jesus at prayer. 
Five of his teachings about prayer are to be read. For 
Jesus God was more than a Supreme Being. He was the Father 
with whom one talked every day and in whose love one trusted 
absolutely. It was from his prayers that Jesus drew the 
divine spirit of patience and unfailing kindness.2 
"Every Person Counts" is Good News. Jesus brought 
the news that there are two sides to Christian love. 
First, no person is worthless; no person is too evil to 
be loved. Second, God loves and expects you and me to love 
the poor, the sick, and those of different nationalities 
and races. Jesus told that God as Father knows his children 
by name, and cares for each one with all the love he possesses. 
God values each man just as the shepherd values his sheep 
1. IX, 2, A, 2. 2. IX, 2, A, 3 . 
(Parable of the Lost Sheep), or as the woman values her 
coins (Parable of the Lost Coin). The Story of the Good 
Samaritan and the New Commandment are included in the 
session too. 1 
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"The Life of Joy and Goodwill" is part of the Good 
News Jesus brought. In this session the person of Jesus 
is said to have given men light from God. He is the light 
for all the world. His light will guide us to the Father 
and show us how the Father would have us live. Jesus 
loved the Father and for the Father's sake loved people. 
By constantly living the Father's love toward people he 
had a joy that never failed him. Jesus' religion is con-
trasted to that of the Pharisees . The Pharisees' religion 
is one of rules from start to finish. Jesus' religion 
taught the law in terms of a positive spirit and purpose. 
Jesus' teaching men to serve made them radiant, joyous 
personalities. Examples of Jesus' approach to living are 
given: healing man with the withered hand, working on 
the Sabbath, and loving one's enemies by turning the other 
cheek, carrying a burden for two miles, and giving one's 
1. IX, 2, A, 4. 
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cloak.l 
The last item of Good News to be studied in this 
unit is on "The Secret of True Greatness." The leading 
question is "What makes Jesus the greatest personality of 
all time?" The teacher is told not to be satisfied with 
the statement because he is God's son. Paul's description 
of the secret of Jesus' greatness is recorded: 
... Christ Jesus, who, thought [sic ] he was 
in the form of God, did not count equality with 
God a thing to be grasped but emptied himself, 
taking the form of a servant, being born in the 
likeness of men. And being found in human form 
he humbled himself and became obedient unto 
death, even death on a cross. (Phil. 2:3-11) 
Jesus' teachings about greatness are presented: the washing 
f h f d "4f ld f 1 h. o t e eet, an L any man wou come a ter me, et ~m 
deny himself " A statement asserts tha t 
the hardest lesson for one who wants to be the 
Son of God or a follower of the Son of God to 
learn is that it does not pay off in terms of 
wealth and power. 
Greatness comes through self sacrifice. 2 
The last biblical unit in the closely graded courses 
is a seven session one entitled "They Knew Jesus." This 
unit makes extensive use of art through the medium of slides 
1. IX, 2 , A, 5. 2 . IX, 2, A, 6. 
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to show many of the events and persons of Jesus' life. 
Pictures of Jesus are to help the youth see Jesus with 
many of his sematic features. 1 He is verbally pictured as 
a man who was loving, thoughtful, obedient,2 brave, strong, 
vigorous,3 original, independent, and joyous. 4 He also 
was fearless, 5 sympathetic, and grateful . 6 Jesus had 
light in his eyes, was truly happy, and so much in earnest.7 
He taught that God was a loving God and told men that "in 
all things whatsoever ye would that men do unto you, do ye 
even so to them." There also appears the teaching "No 
man can serve two masters . . . one cannot serve God and 
mammon."8 
The home life of his own home and his welcome at 
the home of Mary, Martha, and Lazarus is featured in one 
session. Jesus knew God was like his own father Joseph. 
Joseph had been kind, loving, patient, and understanding. 
God dwells in homes . At the Bethany home there was con-
versation about how one could feel in God's presence 
1. IX, 2, B, 3. 
4. IX, 2, B, 3. 
7. IX, 2, B, 7. 
2. IX, 2, B, 5. 
5. IX, 2, B, 2. 
8. IX, 2, B, 3. 
3. IX, 2, B, 7. 
6. IX, 2, B, 4. 
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through all of life. 1 
Dr. Luke is featured as one of the men who knew 
Jesus. One session contains many of the Lukian stories. 
Luke visits Jesus' homeland and it was noted that "Luke 
heard from Mary [Jesus' mother] stories of her boy and 
his · growth into the fullness of the stature of a Christ."2 
The Course IX Easter session is centered about the 
crucifixion and the disciples' response. Jesus' words from 
the cross are recorded: "Father, forgive them, they know 
not what they do," and "Father, into thy hands I coDDnit 
my spirit." Jesus gave his spirit back to God and "with 
great power the apostles gave their testimony to the 
Resurrection of the Lord Jesus and great grace was upon 
them all."3 
ii. To Men Other Than Through Jesus Christ 
The Christian faith assumes the belief that God 
reveals himself in the world of human history to men other 
than through Jesus Christ. The closely graded biblical 
studies analysis sought to discover what concept of God 
1. IX, 2, B, 4. 
3. IX, 2, B, 2. 
2. IX, 2, B, 7. 
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as Revealer of himself to man is being taught. The nota-
tions regarding God's revelation to men (other than through 
Jesus Christ) were grouped into revelations made prior to 
and after the birth of Jesus Christ. 
God's revelation of himself to man, in a general 
sense, was noted once. That God revealed his will to the 
prophets was noted twice. The revelation of the angels 
to the shepherds appears each Christmas season. Two refer-
ences were made that indicated God might be related to the 
pupils in a revelatory sense. A sentence in one session 
instructs the youth that "only God can rule your con-
science." In another session when Moses is called by God 
to meet the needs in the lives of his people, a sentence 
instructs today's youth that through serving in a vocation 
that meets the needs of people they too can answer God's 
call. Notations were made of God's revelation to twelve 
Old Testament personalities and seven New Testament ones 
(three associated with the birth stories). There are more 
references to MOses receiving God's revelation than any 
other man. Abraham, Elijah, and Isaiah were each second 
in references. 
(1) Kindergarten units. No material was noted in 
these units which contained the concept of God's dis-
closure of himself to man. 
(2) Primary units. The only references which were 
noted for the six to eight-year-old children were those 
in the Christmas units where reference is made to God 
sending a messenger to the shepherds to say, "Peace among 
men with whom he is well pleased." 
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(3) Junior units. The fourth grade children have a 
unit on "Learning to Use and Enjoy the Bible." The hymn 
"Book of Books" is used in the unit and mentions that 
God inspired Bible writers, prophets, scholars, and saints.l 
In the sessions on the life of Joseph the children are to 
read the Joseph scripture which states that God was with 
Joseph and rescued him from affliction and gave him favor 
and wisdom. 2 God's steadfast love was revealed to Joseph . 3 
One scripture was noted that states "God guides the nations 
of the earth. 4 The Christmas unit in Course IV includes 
1. IV, 1, 1,2,3,6. 
3. IV, 1, 4. 
2. IV, 1, 6. 
4. IV, 1, 7 . 
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the story of the angel Gabriel bringing news of the birth 
of John to Zacharias and Elizabeth and to Mary of the birth 
of Jesus. 1 In the unit entitled "Exploring and Using the 
Bible" reference was noted to God revealing his will to 
Amos, and a phrase in a prayer includes "that thou hast 
revealed thyself to man. 11 2 
Course V was noted to contain only two references 
which were considered acts of God's disclosure of himself 
to man. Isaiah's understanding of God's will that the 
Jewish nation should teach men to know and love God and 
be the humble, patient servant of all the world was 
noted. 3 The reference that God spoke to Moses "in some 
way that made him understand what God wanted him to do" 
was the other notation.4 
The unit on "Understanding the Early Old Testament" 
(Course VI) contains a number of references to God's 
disclosure of himself to man. The unit begins with the 
story of Moses. God speaks to Moses in the burning bush, 
"I am the God of your Fathers, the God of Abraham, the 
1. IV, 2, 1. 
3. v, 4, 7. 
2. IV, 4, 3. 
4. v, 4, 13. 
God of Isaac, the God of Jacob. Go bring my people out 
of Egypt."1 God spoke to Abraham and told him to : 
go from your country and your kindred, and 
your father's house to the land I will show 
you. I will make you a great nation, and I 
will bless you, and make your name great so 
that you will be a blessing.2 
In the story of Jacob God made himself known to Laban and 
told him to take heed that he speak neither good nor bad 
to Jacob.3 Then the story returns to Moses who knew God 
face to face .4 Moses received the Ten Commandments from 
God5 who told him to have the people take an offering and 
make a sanctuary where he might dwell in their midst. 
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God also directed Moses to make Aron and his sons Priests. 6 
(4) Junior high units . The twelve-year-olds who 
study course VII are instructed that the prophets were 
God's spokesmen because they were close to him and could 
speak for him. 7 Also the prophets spoke as God directed 
them. 8 As God revealed himself to Moses so he did to 
1. VI, 1, 1. 2. VI , 1, 3. 3. VI, 1, 4. 
4. VI, 1 , 8 . 5. VI, 1, 6. 6. VI, 1, 8. 
7. VII, 1, A, 1. 8. VII, 1, B, 6 . 
Isaiah and through Isaiah to Judah to give guidance in 
making important decisions. 1 God's revelation to Moses 
of himself as "I am that I am" was noted. In connection 
with this revelation the youth are told that Moses did 
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not actually see God . 2 God revealed himself to Moses 
again. 3 Elijah's reception of God's revelation was seen. 4 
The scripture "We love because he first loved us" is 
introduced. 5 Isaiah receives the revelation of the coming 
of the Messiah in one of the Christmas sessions. 6 John the 
Baptist7 and the disciples8 are New Testament persons who 
receive God's revelation. One reference in Course VII was 
noted as referring to a possible revelation of God to one 
of the pupils. In the session for Palm Sunday t here appears 
an instructional phrase which is directed to the pupils. 
While discussing the meaning of the events of the last week, 
reference is made to possible modern meaning in the words 
"Render to Caesar the things that are Caesar's .. . " The 
1. VII, 1, B, 2 . 2 . VII, 1, B, 4 . 
4. VII , 1, B, 4; 2, A, 4 . 
6. VII, 1, B, 5. 7 . VII, 2, A, 1. 
3. VII, 2, A, 4. 
5. VII, 1 , B, 4. 
8 . VII, 2, A, 4. 
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following possible interpretations are suggested in the 
teacher's guide : 
You depend upon the state constantly . You 
use Caesar's money. You recognize your obliga-
tions to pay taxes. Caesar has a right to get 
his money back. You have an obligation to support 
the state which supports you in return. But 
there is one thing not within the province of 
state to control. Only God can rule your con-
science. You should give your ultimate alle-
giance to him. 
The next to last sentence, "Only God can rule your con-
science," was noted as a possible incident of God's dis-
closure of himself to a seventh grade pupil. No inter-
pretation of the item was noted. 1 
Course VIII contains the unit on "The Story in the 
Bible" in which God's acts of revelation are reported fre-
quently. In the story of man's beginning in the Garden of 
Eden, God tells woman that she must suffer the pains of 
childbirth and the drudgery of home. God tells man that 
he will have to labor hard to bring food from the earth 
to eat . 2 The stories of Hebrew ancestors are retold. God 
speaks to Abraham, Jacob, and Joseph. 3 God told Moses 
he had a responsibility to help let his people go. Moses 
1. VII, 2 , A, 6. 2. VIII, 1, A, 1 . 3. VIII, 1, A, 1. 
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received a commission from the Lord with the understanding 
that the Lord would be the Hebrews'God if they would be 
loyal to him.l God revealed his will to Gideon which was 
that Gideon become a champion of Israel. 2 The boy Samuel 
heard the voice of God. 3 Elijah went to King Ahab with 
God's message that He was displeased with Israel. 4 God 
revealed to Amos that he wanted him to be a messenger to 
Israel.5 Isaiah's temple experience, during which he saw 
and heard God, is recorded.6 The story of Jonah is told, 
and in the story God came to Jonah and wanted him to go on 
a mission. Until Jonah completes the mission God encoun-
t h . 1 . . . d 7 ers 1m severa t1mes 1n var1e ways. As the story moves 
into the New Testament message, Peter recalls what God said 
in the scriptures, "I will pour out my Spirit on all the 
earth. Your young men shall see visions; your old men shall 
dream dreams."8 
1. VIII, 1, A, 2. 2. VIII, 1, A, 3. 3. VIII, 1, A, 3. 
4. VIII, i, A, 5. 5. VIII, 1, A, 6. 6. IX, 1, A, 1. 
7. IX, 1, A, 3. 8. IX, 1, A, 5. 
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"Adventures in Religious Discovery," Course IX 
(like Course VIII), deals with outstanding biblical person-
alities. However, the emphasis is on ideas rather than 
the history of a political and social group. God's 
revelations to Abraham, 1 Moses, 2 and David3 were noted. 
Contributions of many of the Old Testament prophets are 
included in this unit. However, the materials for the 
Sunday morning sessions were not noted to contain the 
means by which these men had found the will of God. In 
the introduction to the unit written for the teacher's guide 
this paragraph appears: 
It is always difficult to see the onward 
march of ideas. We have, therefore, selected 
outstanding personalities who are closely asso-
ciated with each forward movement of fundamental 
religious concepts. Men deeply conscious of the 
presence of God in their lives have made signifi-
cant religious discoveries and, in turn, have 
given them to mankind. As men were ready and 
responsive to religious truth, God revealed him-
self to them. Religious progress depends, not 
on some strange occult means of discovering 
religious truth, but on men who lived God-
companioned lives. This suggestion that if we, 
too, live according to the religious light we 
have, we also may make significant religious 
discoveries. Is it not possible in your class 
1. IX, 1, A, 1. 2. IX, 1, A, 3. 3. IX, 1, A, 5. 
of growing boys and girls there may be some 
person who may be awakened and made more 
keenly aware of religion and thus started on 
the road to be a great religious thinker?l 
It is interesting to note that this concept of God's 
revelation is not a part of the suggested session plans 
that follow this introduction. Only once in the unit was 
there noted a reference to today's youth being able to 
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receive God's revelation. In the session which focuses on 
Moses' hearing and answering God's call the following was 
noted. Moses' call to his life work had two parts, and 
the two parts are similar to today's call for young people's 
vocational choice. First, Moses became aware of the need 
in the lives of the Hebrews. Second, Moses knew that with 
God's leadership and help he could assist in bringing an 
answer to their needs. The teacher is instructed to help 
his boys and girls see that God can speak to them today 
2 through the needs of people. 
God reveals himself to the Roman soldier, Cornelius, 
and tells him to send for Peter. At the same time God 
reveals himself to Peter and tells him to go to Cornelius.3 
1. IX, 1, A, introduction 2. IX, 1, A, 3. 
3. IX, 2, B, 2. 
This was noted in the unit "They Knew Jesus." It was 
noted that Peter was chosen by God, and God did wondrous 
things through Peter and Barnabas. 1 
4. Redeemer 
Christians have asserted that they experience a 
separation between themselves and God. They also testify 
that the God of their faith is actively working to over-
come the separation that exists between himself and man. 
The acts of God to restore the relationship between him-
self and man convey God's role as Redeemer. It is as 
Redeemer that God judges man's acts. 
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The "Foundations of Christian Teaching in Methodist 
Churches" includes several dimensions to God's acts as 
Redeemer. God's role as Judge appears in this category. 
This would seem to stress the redemptive nature of judgment 
rather than its punitive nature. The logic of including 
judgment with redemption apparently is that when God acts 
to save his action must first involve judgment. God judges 
man's acts that have brought about the separation between 
them. Then, in love, God acts to restore the relationship. 
1. IX, 2, B, 6. 
A statement in Educational Principles in the Curriculum 
emphasizes the role of relationship in redemption. 
Christians believe that men can be saved from 
sin through the grace of God made available in 
Jesus Christ. Salvation is not so much a trans-
action as a relation and a direction. As a rela-
tion, salvation is living with God at the center 
of things, and finding our place in relation to 
his love and will. As a direction, salvation for 
the individual is "to be on the way now to ever 
higher and expanding life, to more abundant life."l 
In the analysis of the concept of God the Redeemer, 
notations were made of the acts of God that indicate his 
work to overcome the separation between himself and man, 
including judgment. The redemptive act through Jesus 
Christ is considered separately from His other means of 
redemption. 
i. Through Jesus Christ 
It is the witness of the Christian faith that God's 
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pre-eminent act of redemption was through the life and 
death and resurrection of Jesus Christ. 2 God's sacrificial 
1. Educational Principles ~ the Curriculum, p. 14. 
2. As the analysis of the biblical studies units was car-
ried out it seemed best judgmatically to classify all 
references made to the actual events as they happened 
in the life, death, and resurrection of Jesus Christ 
under the concept of God the Revealer. The concept of 
love was offered for men of every time. 
(1) Kindergarten units. No material was noted in 
these units which was judged to contain the concept of 
God's acts as Redeemer through Jesus Christ. 
(2) Primary units. No material was noted in these 
units which was judged to contain the concept of God's 
acts as Redeemer through Jesus Christ. 
(3) Junior units. In the unit on 11Exploring and 
Using the Bible" endings to two New Testament epistles 
were noted:l 
Now may the God of peace who brought again 
from the dead our Lord Jesus, the great shepherd 
of the sheep, by the blood of the eternal covenant, 
equip you with everything good that you may do 
his will, working in you that which is pleasing 
in his sight, through Jesus Christ; to whom be 
glory for ever and ever. (Heb. 13:20-21) 
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God the redeemer acting through Jesus Christ was limited 
to references that appeared to refer explicitly to God's 
acts to restore the relationship between himself and man 
through Jesus Christ. 
1. IV, 4, 5. 
Now to him who is able to keep you from falling 
and to present you without blemish before the 
presence of his glory with rejoicing, to the 
only God, our Savior through Jesus Christ our 
Lord, be glory, majesty, dominion, and authority, 
before all time, and now and for ever. 1 (Jude 24,25) 
Also one sentence states that "Paul was filled with the 
fruits of righteousness which come through Jesus Christ 
to the glory and praise of God. u2 
In Course V two scriptures were noted in the unit 
about "The Gospels: Good News Then and Now," 
. • . you will stand before governors and kings 
for my sake . • • and you will be hated by all 
for my name's sake. But he who endures to the 
end will be saved. (Mark 13:9b, 13)3 
Now Jesus did many other signs in the presence 
of the disciples, which are not written in this 
book; but these are written that Jesus is the 
Christ, the Son of God, and that believing you 
may have life in his name. (John 20:30, 31)4 
The unit on "The Story of Jesus" included this reference: 
For there is no distinction between Jew and 
Greek; the same Lord is Lord of all and bestows 
his riches upon all who call upon him. For, 
"everyone who calls upon the name of the Lord 
will be saved." 
1. IV, 4, 5. 2. IV, 4, 4. 
3.V,2,1. 4.V,2,4. 
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In the session that uses this scripture the disciples say, 
through a story, that Jesus has given them new life. 1 
In the Course VI Christmas unit a prayer is offered 
to God that he will "deliver us from evil by the blessings 
that Christ brings." The scripture suggested for this 
session is: 
But Jesus called them to him and said, "You 
know that the rulers of the Gentiles lord it 
over them, and their great men exercise author-
ity over them. It shall not be so among you; 
but whoever would be great among you must be 
your servant, and whoever would be first among 
you must be your slave; even as the Son of man 
came not to be served but to serve, and to 
give his life as a ransom for many . 
(Matthew 20:25-28)2 
The unit about Paul in Course VI includes two references 
that were judged to refer to God's acts as Redeemer through 
Jesus Christ. The jailer at Philippi asked, '~at shall 
I do to be saved?" Paul replies that he is to believe in 
the Lord Jesus and "the way will be opened to you." A 
phrase of a song which is to be sung makes reference to 
"Christ is your Captain--mighty to save."3 In another 
session, nine references to New Testament, epistle salutations 
1. v' 4, 10. 2. VI, 2, 1. 3. VI, 4 , 2. 
to churches are given to the children to look up in their 
Bibles . This explanation of "grace" was noted. "Grace 
is the sum of all blessings that come from God through 
Christ . " Paul offered God's love through Jesus to all 
who would receive it. The result to those who accepted 
it was peace--not peace of ease but security in the love 
of God as Jesus had made it known. "Jesus' followers 
can make the love of God known when they work to carry 
out the plans made by Jesus. 1 
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(4) Junior high units. Course VII begins with the 
unit on "How We Got Our Bible." Three sessions had brief 
references to God's act through Jesus Christ. "Many have 
heard the Good News of what God has done for man through 
his son Jesus Christ."2 The scripture John 3:16 is intro-
duced to the twelve-year-old youth: "For God so loved 
the world that he gave his only Son, that whoever believes 
in him should not perish but have eternal life."3 The 
session on "The Bible Goes Around the World" refers to 
John 3:16 again and indicates its translation into many 
1. VI, 4, 3. 2. VII, 1, A, 3 . 3. VI I, 1, A, 5. 
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languages. A mission story makes reference to Jesus dying 
"to save us from sin."1 In the unit where the youth are 
encouraged to use their Bibles these two scriptures appear: 
He willingly suffered, not for his own sins, 
but for the sake of others, and through his 
suffering and sacrificial death persons have 
learned to know the love of God.2 
Let not your hearts be troubled, you believe 
in God believe also in me. I will come again.3 
The illustration of the children in the Nazi prison camp 
includes the children saying, "We imagined Christ came to 
comfort us."3 
Course VIII includes Peter's story following the 
resurrection . "I saw him alive again. Death had not been 
able to hold him. He was alive and is alive forevermore." 
So we believe he is God's son and our Savior. 4 The last 
session of this unit emphasizes that the story the Bible tells 
leads up to Jesus. "The power which flowed from Jesus in 
his earthly life continued to flow from his Spirit. Chris-
tians became convinced Jesus was no ordinary man . " The 
thirteen-year-olds are instructed that the "Christian 
1. VII, 1, A, 7. 2. VII, 1, B, 3. 
3 . VII, 1, B, 4. 4. VIII, 1, A, 11. 
324 
religion consists of knowing Christ, loving him, and 
living according to his way in the power that comes 
through his spirit." This idea of receiving power elicits 
this comment: 
One of the wonderful experiences that comes 
when we accept Jesus as our leader is that we 
are able to do things we had not dreamed of 
being able to do for it is not we but the power 
of God working through us. 1 
Course IX begins with the unit "Adventures in 
Religious Discovery." The only noted reference to God's 
redemptive act through Jesus Christ was the scripture 
Romans 8:35-39: 
Who shall separate us from the love of 
Christ? Shall tribulation, or distress , or 
persecution, or famine, or nakedness, or peril, 
or sword? As it is written, 
"For thy sake we are being killed all the 
day long; 
we are regarded as sheep to be slaughtered." 
No, in all these things we are more than con-
querors through him who loved us. For I am sure 
that neither death, nor life, nor angels, nor 
principalities, nor things present, nor things to 
come, nor powers, nor height, nor depth, nor 
anything else in all creation, will be able to 
separate us from the love of God in Christ Jesus 
our Lord . l 
The unit "The Good News Jesus Brought" contained a brief 
1 . IX , 1 , A , 9 . 
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reference to Jesus' role as Savior in four of its six 
sessions. Jesus tells the disciples, 
When I go and prepare a place for you, I will 
come again and take you unto myself that where 
I am you may be also. And you know the way where 
I am going. I am the way, the truth, and the 
life, no one comes to the Father but by me.l 
Two instructional type sentences were noted: "Jesus 
loved all men and wanted to save all he could,"2 and "Jesus 
came into the world not to condemn men, or to judge them, 
but to save them."3 Appearing in the last session is the 
scriptural verse "even as the Son of man came not to be 
served but to serve and give his life as a ransom for 
many. "4 
An attempt is made to convey the meaning of 
"newness of life" through the last biblical studies unit, 
"They Knew Jesus." In interpreting this idea to fourteen-
year-olds these three references to Jesus' help were 
noted. "Jesus helped Peter and Andrew find their own 
souls." Jesus taught them to put first things first and 
to lose themselves in the lives of other people. People 
1. IX, 2, A, 2. 2. IX, 2, A, 4. 
3. IX, 2, A, 5. 4. IX, 2, A, 6. 
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were restored to health or left Jesus "with a new way of 
living in mind." People need to have their sorrow turned 
into happiness. 1 Then to John Mark it "seemed as though 
Jesus himself were the unseen guest at these meals, as 
indeed he was." Jesus' spirit was with them and was "trans-
forming their lives."2 Peter's statement of faith is, 
"We believe we shall be saved through the grace of the 
Lord Jesus . . . "3 
ii. Through Other Ways Than Jesus Christ 
Though the Christian witness is to God's saving 
power through Jesus Christ, God's acts of redemption were 
noted in situations not involving Jesus Christ. However, 
most of these references involved Old Testament situations. 
Only one brief, contemporary situation was noted to refer 
either to God's role as judge of man's acts or God's offer 
of love to restore fellowship with Him. 
(1) Kindergarten units. No material was noted in 
these units which was judged to convey the concept of God 
the Redeemer acting other than through Jesus Christ. 
1 . IX , 2 , B , 1 • 2. IX, 2, B, 3. 3. IX, 2, B, 6. 
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(2) Primary units. The only contemporary reference 
in this category was noted in the Course II unit "We 
Remember Jesus the Teacher." In a session entitled "Jesus 
Teaches About God's Love" the children are to be told that 
"God loves even when we do wrong."1 
(3) Junior units. The scripture reference to 
"Thou doest judge the people with equity," appears once in 
Course IV and once in Course v. 2 Although most of the 
Messiah concept references were reported in part three 
of this chapter, this reference to the Messiah concept is 
noted here because of its mention in relationship to God's 
judgment and redemption. In a story it is said that God 
will punish the Romans, and the question is asked, "Why 
does he not send his leader to save us?" 
In the Course VI unit on Paul, Paul interprets God's 
mercy as "God's great love." This love "always expresses 
itself in mercy to those who turn to him for forgiveness 
and guidance."3 
(4) Junior high units. "The company of slaves 
1. II, 4, 2. 2 . IV, 1 , 7 ; V, 1 , 5 . 3. VI, 4, 3. 
became the people of Israel" and the concept of "God's 
chosen people" is to be taught to the seventh grade 
youth. 1 In the session which this is told to the youth, 
Isaiah tells, "My guilt was cleansed and my sins for-
given." 
In the story of Gideon this appears: ·~en was 
ever anything hopeless to the God of Israel?" God says 
to Gideon, "I will save Israel. 112 
Course IX contains the suggestion that the youth 
sing the hymn "There Is a Wideness in God's Mercy."3 
5. Sanctifier 
I t is a belief of the Christian faith that the 
person who becomes a Christian is not redeemed once and 
for all. The Christian still needs to be in relationship 
with God. God's continued action in the lives of Chris-
tians is God's role as Sanctifier. This work usually is 
thought to be carried out by the presence of God as the 
Holy Spirit. 
1. VII, 1, B, 2. 2. VIII, 1, A, 3. 
3. IX, 2, A, 4 . 
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This concept of God, working through the Holy 
Spirit, as Sanctifier was noted in only five of the two 
hundred thirty sessions devoted to biblical studies. 1 
The actual term "Sanctifier" was not noted in any course. 
i. Kindergarten Units 
No material was noted in the analysis of these 
units which would contribute to the concept of God as 
Sanctifier. 
ii. Primary Units 
No material was noted in the analysis of these 
units which would contribute to the concept of God as 
Sanctifier. 
iii. Junior Units 
A scripture to be used in the worship service for 
nine-year-old children includes this reference: 
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1. The Isaiah scripture about "The Spirit of the Lord is 
upon me •• • " was not included in this concept. The 
concept of God the Sanctifier was limited to man's 
understanding of God's continued action in relation-
ship to man following the life, death, and resurrection 
of Jesus Christ. 
Now to him who by the power at work within 
us is able to do far more abundantly than all 
we ask or think, to him be glory in the church 
and in Christ Jesus to all generationi, for 
ever and ever. Amen. (Eph. 3:20,21) 
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Reference to Jesus' baptismal and wilderness experi-
ences states that "Jesus was full of the Holy Spirit." 
Jesus was led by the Spirit for forty days in the wilder-
ness. It was in the power of the Spirit that he returned.2 
iv. Junior High Units 
The influence of the Spirit of God is mentioned in 
Course VII. The unit "How We Got Our Bible" includes 
instruction on how the Old Testament canon was formed. 
"When the Old Testament canon was being decided upon the 
books which finally were selected were those books that 
showed most clearly the influence of the Spirit of God."3 
The phrase "Til led by thy free Spirit, Lord" was noted 
in story and poem.4 
In one session of the Course IX unit "They Knew 
Jesus" several references are made to the activity of the 
1. IV, 4, 5. 2. V, 4 , 3. 
3. VI I, 1, A, 2 . 4. VII, 1, B, 1. 
Holy Spirit. Stephen is full of the Holy Spirit. Peter 
says, "God gave the Gentiles the Holy Spirit just as he 
did us . '' Acts 15: 28 is a scriptural reference: "For it 
has seemed good to the Holy Spirit and to us to lay upon 
you no greater burden than these necessary things . " 3 
1. IX, 2, B, 6. 
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CHAPTER VI 
CONCEPT EXPECTATIONS INVOLVED IN THE CONCEPTS OF GOD 
IN THE BIBLICAL STUDIES UNITS IN THE LIGHT OF 
THE RESEARCH FINDINGS CONCERNING CHILDREN'S 
CONCEPTUAL THINKING! 
1. Expectations Involved in the Concept 
of God as Creator 
The biblical studies units contain the concept of 
God as Creator. The concept of God being the Creator comes 
from the Bible, and it is presented to the pupils primarily 
in its biblical setting. The biblical verse or story is 
the organizing focus of the content related to this concept 
rather than the concept of God the Creator including the 
biblical content. Viewing the content of the biblical 
1. Chapters V, VII, and IX are reports of the analysis of 
the biblical studies units of the Closely Graded Courses 
for their content concerning the concepts of God, man, 
and the pupil-God relationship. Chapters VI, VIII, and 
X contain commentary upon the concept expectations 
involved in the content reported in Chapters V, VII, and 
IX in the light of the empirical research data concerning 
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studies units in the light of the research concerning chil-
dren's conceptual thought, it appears that only very minor 
expectations concerning God as Creator are involved in 
these units of study. 
Provision for perception of the natural world expe-
rienced by the children and use of these perceptions as 
motivational experiences for learning of God the Creator 
are extremely limited. The kindergarten and first grade 
units seem to focus more upon the perceptual experience as 
a means of the development of this concept. However, this 
involves a time element in the scripture verse "God has 
made everything beautiful in its time," as well as in the 
emphasis upon the bulb's growth into a lily. Gesell places 
interest in and understanding of the growth of plants from 
seeds at eight years of age because of the child's new 
awareness of time at this age.l 
children's conceptual thinking reported in Chapters III 
and IV. This commentary focuses upon the general expec-
tations involved in the understanding of a concept. The 
specifying of each expectation and commenting upon it, 
when data is available for commentary, would extend the 
length of this study unnecessarily. The reader who 
wishes to pursue the expectations beyond this general 
presentation may find all of the noted expectations in 
Chapters V, VII, and IX and may continue to apply the 
research data available in Chapters III and IV. 
1. See p. 145. 
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Progression and reorganization of conceptual thought 
concerning God the Creator is not provided for within the 
content of the session outlines. The biblical sources of 
the concept are increased, but a corresponding increase 
related to the understanding of God as Creator is not in 
clear evidence. Course IX does introduce some new aspects 
of the concept but not more than a mention is made of them 
and no provision for learning their meaning was noted. 
In the content presented in the biblical studies 
units of the Closely Graded Courses there is little or no 
relationship between the concept of God the Creator and an 
understanding of the scientific processes of the universe. 
It may be stated that the biblical presentation need not 
include reference to the scientific understanding of cre-
ation. However, if the presentation of the Genesis' story 
of creation is made without any further interpretation than 
that it was told around Hebrew campfires (as it is in its 
use in Course VIII) the literalistic conception of creation 
probably will become. associated with the Christian faith's 
view of God's acts as Creator. Unnecessary conflict between 
science and Christianity may arise and lead to a rejection 
of such an inadequate understanding when the scientific 
creation concept taught in secular education can meet the 
tests of empirical validation. This failure to interpret 
symbolic truth expressed in a pre-scientific age does not 
aid an adequate conceptual understanding of the Bible or 
the concept of God the Creator. 
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From a conceptual point of view, children are ready 
to handle a great number 'of first-hand experiences in 
rather specific and concrete terms. This tendency to learn 
from the concrete to the abstract may have been a part of 
the thinking of the author of the Course IV unit entitled 
"The Book of Psalms and Our Hymnal," the unit with the most 
references concerning God the Creator. Nevertheless, 11an 
outdoor trip to experience God's wonder [sic]," although 
taking into account perception, is still an abstraction 
for the nine-year-old. He responds to guidance about 
things that mystify him. He loves to know "how." The 
growth cycle of a specific plant or creature with which he 
is unfamiliar probably will cause more awe than walking 
amidst many familiar "wonders" of God. 
The generalized nature of the concept expectations 
concerning God the Creator (e.g., "This is the day which 
the Lord hath made" [Course II] and "God made us 11 
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[Course V]) appear to be far below the capacity of the 
pupils to learn about the concept if the learning were 
organized at the various age levels to achieve this concept. 
When this concept is presented in the dimensions of the 
biblical settings and times and language, as it primarily 
is, the immediacy of the pupil's relation to the Creator in 
his life and cultural environment is removed and opportu-
nities for optimum learning of the concept are greatly 
reduced. 
2. Expectations Involved in the Concept of 
God as Provider 
The concept of God as Provider is expressed most 
frequently through the medium of prayer. The prayers are 
written and intended primarily for the teacher to pray 
during the session. The children hear thanks given to God 
for almost every good thing. The impression of God's rela-
tionship to a church Santa Claus hardly can be missed by 
the young child. The use of petitional prayer for one's 
own desires often has been called "childish." These first 
church school teachings concerning the concept of God as 
Provider and of prayer are ones that contribute to this 
"childish" view. The questions arise: Are these petitions, 
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which usually are referred to as "childish," necessarily a 
part of a child's thought or do they arise from our teach-
ing the child such petitional prayers? 
The concept of God as Provider is not contained 
within the session outlines in a way that can bring about 
a functional understanding of the conditions and means 
through which God does provide. The inadequacy of a state-
ment such as 11God never fails to help those who need and 
ask him," to interpret God as Provider to the six-year-old 
who has no grasp of relational thinking needs to be realize~ 
Even when an effort is made to teach second graders about 
"God's Plan for Daily Needs" the content of the unit is 
focused upon the Palestinian evironment of Jesus and the 
children are removed from the "Here-and-Now" world in which 
their daily needs are experienced. 
The generalities expressed through the written pray-
ers which the teacher is to offer frequently seem beyond 
the concept capacity of the age level child for whom the 
expression is made, and are often unrelated to the real 
world of his daily experience. The nine-year-old who could 
grasp the intent of a prayer of thanksgiving for "leaders 
who know freedom, and wisdom, and truth are a part of your 
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plan for the world for each of us," or the eight-year-old 
who would ask God to help him "be patient, keep promises, 
and to be helpful to weak and helpless people" would be the 
exception to the rule. 
The fact that God provides love and care is indi-
cated in general statements or in biblical contexts in most 
of the sessions where it is mentioned. The junior boys and 
girls are given content beyond their apparent concept 
capacity when a hymn such as "O God Our Help in Ages Past, 
Our Hope for Years to Come" is introduced to nine-year-
olds, and ten-year-olds are expected to understand that 
God cares for them after a lengthy lesson telling them 
that God cared for their ancestors in the desert and that 
God " ••. hast been our dwelling place in all generations." 
When one reads through the petitional prayers 
offered to ask God for help, one can obtain a rather com-
plete view of the moral teachings contained in the biblical 
studies units. In addition to being generalized statements 
(e.g. , petitions in Course II include "help us show our 
love at all times," and "help us be willing to do little 
friendly things for all who need us"), the petitions often 
are indicating behavioral actions beyond the usual growth 
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level of the pupils (e.g. , the prayers for seven-year-olds 
immediately above). Such expressions within a session out-
line frequently were among the few noted means of relating 
the biblical content to the pupil's own life. Two con-
siderations from the view of conceptualization may be 
expressed. First, the development of concepts which affect 
the behavioral conduct of children does not come from such 
general expressions of desired conduct. Second, the teach-
ing of the concepts involved in this use of God's help, 
petitional prayer, and Bible stories is not designed for 
effective learning. 
3. Expectations Involved in the Concept 
of God as Revealer 
The concept of God acting as Revealer of himself is 
not focused upon directly in the biblical studies sessions. 
The recounting of the biblical narrative, itself, naturally 
includes content involving God's disclosure of himself. 
There may be those who think that the telling of the bibli-
cal story to the pupil automatically teaches him about God 
as Revealer; they believe this teaching comes through God's 
revelation to the biblical character and thus becomes God's 
revelation to the pupil. Learning such a concept is not so 
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simple a matter. 
For the pre-school or elementary school child who is 
hearing a Bible story, there are many difficulties in 
grasping the idea that God is revealing himself to the 
character in the biblical narrative. For example, the 
child who is being told the story of Old Testament Joseph 
hears the story in literal detail. He lacks the concept 
capacity to place the story in historical perspective. 
Joseph gets into and out of trouble, and the story states 
that Joseph knew God was with him in good and bad times. 
The child does not conceive of the adult's meaning that God 
is revealing himself to Joseph. Then to add a further 
expectation that the child will discern God is revealing 
himself to him, personally, as he hears this story of 
Joseph is to expect the near impossible. The concept of 
God revealing himself to the child through experientially 
meaningful media (e.g., love of parents when he is in dif-
ficulty, or the concern of friends who help him) is not 
made explicit within the biblical unit. Without this 
accompanying instruction to understand how God reveals him-
self to him, it will be very difficult for the pupil to 
grasp the concept of God revealing himself to him through 
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the story of Joseph. The expectation that the biblical 
narrative, in and of itself, will convey that God reveals 
hLmself is not realistic in light of children's concept 
formation. 
Perhaps at this point it would be wise to raise a 
basic issue that underlies the expectations involved in 
the use of the historical biblical narrative to present the 
gospel faith. Returning to the ideas presented in Chapter 
II and the rationale for the use of the Bible, Dean Craig 
writes concerning the expectations involved in "the pres-
entation of the gospel faith." 
• • • The gospel concerns the acts of God. We 
must first understand it, and then it either 
awakens belief or unbelief. • 
••• In the teaching of the gospel, biblical 
material certainly ought to be central .••• 
If the gospel is to be taught, the record 
of God's revelation £2 !!!!m must be presented ~ 
factual material. Some religious educators 
have been surprisingly loath to recognize that. 
They have felt that educational theory required 
a person-centered curriculum. The needs of the 
student must be made central. To organize 
study about biblical data seemed to violate 
that principle. But this hesitancy arose from 
a failure to recognize that the most vital need 
of any person was to examine for himself the historic 
basis of the Christian faith. Since Christianity 
is an historic faith, it cannot be studied through 
contemporary experiences, but only through the record 
of God's revelation. Of course, there are other 
aspects of Christian education, but the presentation 
of the gospel involves the presentation of def-
inite factual material. The technique is not 
the interchange of opinions, but the humble 
investigation of historic evidence. 
Dean Craig continues: 
Every intelligent Christian ought to know the 
outline of the spiritual development that made 
the coming of Jesus historically possible. He 
ought to know the main types of faith awakened 
by the career of Jesus. He ought to know the 
main facts of that career as they were used to 
substantiate that faith. 
Then this assertion by Craig is made: 
I wonder how many Christians do not know these 
facts even after attending church school for 
ten or twenty years! There is no greater 
indictment of Christian education than that a 
generation should grow up who does not really 
know what the gospel is. 
Craig reasserts his position, which appeared in a series 
of articles in The Church School, and then was issued in 
booklet form by the editorial division of the Board of 
Education of the Methodist Church. 
I plead for a radically new attitude toward 
the Bible in our Christian education. This would 
recognize the primacy of teaching the gospel. 
This study should be frankly historical. • • • It 
will seek a clearer understanding of the revela-
tion of God in history. It will cultivate an 
appreciation of the interpretations of the gospel 
which come from the precious heritage into which 
we enter •••• 1 
1. Craig, The Use of the Bible in Teaching, pp. 7-9. 
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It may be recalled that this presentation of the 
gospel is the first use of the Bible proposed by Craig. 
The second use he phrases as 11 the ethical response to the 
gospel." In referring to these two uses he indicates 
11 they will naturally dovetail one into another." 
Logically, the presentation of the gospel should 
come first, and the working out of a creative 
way of life in response to the divine initiative 
in Christ would follow. As a matter of fact, 
the psychological approach probably will in many 
cases be the reverse.l 
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With the exception of this brief realization of the 
psychological approach, Craig proposes a logical use of the 
Bible in teaching. He talks about the pupil in terms of 
"Christian," "people," or 11person. 11 His one indication 
that he might include children and youth in these "frankly 
historical" investigations of the Bible's evidence may be 
deduced from his connnent concerning "a generation should 
grow up." However, nowhere is it clearly indicated that 
these expectations concerning the presentation of the gos-
pel in a frankly historical study cannot be realistically 
expected of children. If twelve-year-old youth are just 
beginning the rudiments of historical understanding, and it 
1 • Ibid • , p • 9 • 
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appears that the ability to discern causal movements in 
relationship to persons is dependent upon the growth of 
time and chronological concepts, then to expect an under-
standing of the main outlines of the spiritual development 
of the Old Testament, or an appreciation of the precious 
heritage into which we enter by children and youth who 
study the biblical units of the Closely Graded Courses, is 
to expect the near impossible.1 
Bible stories may be committed to memory, and a 
specific moral attached to teach its ethical implications; 2 
1. It may be more fitting to wonder why children who have 
attended church school and studied the Bible for ten 
years do not understand the gospel than to wonder ~ 
many. Even adults need to focus upon the concept being 
sought and given help in the progression and reorganiza-
tion of their previous concepts. 
2. Concerning the ethical use of the Bible, Craig wrote: 
"Here the Bible offers valuable material, but I 
think that its usefulness is apt to be exaggerated by 
some who urge the centrality of the Scriptures. Solu-
tions to perplexing problems must arise out of direct 
study of these problems. The voluminous literature of 
ancient people provides quite an indirect and difficult 
method of approaching them. Furthermore, all of the 
books of the Bible were written for adults, and they are 
largely concerned with adult experiences. Children and 
adolescents do not find their immediate problems dealt 
with. And adults discover that it is not easy to trans-
late even the most eternal principles from ancient 
applications to the needs of modern life." The Use of 
the Bible in Teaching, p. 8. ---
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but it is not in keeping with the data of empirical 
research concerning the growth of conceptual thought to 
expect from such specific stories and morals that the 
young will be able to discern the revelation of God in 
history. 
The curriculum design of the Closely Graded Courses 
appears to have been made with an awareness concerning the 
fact of a late historical capacity. However, it appears 
to be more an awareness than a careful grading and presen-
tation of biblical materials for conceptual learning. 
(e.g., Biographies of Joseph and Moses, beginning as early 
as Course IV, involve an understanding of Egypt and her 
relationship with other peoples and nations. Course V 
includes references to Isaiah's desire for the Jewish 
nation to be the patient servant of all the world.) 
Excluding the presentations concerning the life of Jesus, 
no historical approach is explicitly made until Course VI, 
Unit 1, "Understanding the Early Old Testament." The 
stated purpose of this nine-session unit is as follows: 
To help the boys and girls understand that 
the Old Testament grew out of the experiences 
of real people whose ideas of God developed 
slowly through their daily experiences as well 
as through his revelation of His character and 
purpose; clarify juniors' own ideas of God; 
develop increased appreciation and love of God; 
understand better some Christian beliefs in 
relation to early Hebrew ideas of God; provide 
a simple introduction to Hebrew history by 
presenting a few experiences of the early 
Hebrews; appreciate more fully the common her-
itage which belongs to both Christians and Jews; 
provide opportunities for meaningful worship.l 
All of this for eleven-year-olds in what probably amounts 
to less than nine hours! If it were possible for eleven-
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year-olds to comprehend this developmental approach to the 
early Old Testament (the research indicates it is highly 
doubtful) such a concept load for one hour every seven 
days does not seem to be in keeping with psychological 
findings about the learning of concepts. 
Furthermore, the material in the session outlines 
does not provide for the involvement of pupils to clarify 
their own understanding of God. In fact, a conflict is 
built into the teacher's instructions. 
The questions the children ask should not 
take up too much time, but they need careful 
consideration . The teacher will find it help-
ful to write the questions, after the session, 
in a notebook so she may think further and 
read in regard to them. A junior's questions 
about God answered so that he has a desire to 
keep on wanting to be a friend of God is more 
important than his knowing a body of facts. 
1. VI, 1, Introduction. 
However, the facts and story may be what he needs 
to stimulate questions and to influence his point 
of view about God and his personal relationship 
to God.l 
The study of the early Old Testament is a most indirect 
manner of assisting eleven-year-olds with their ideas of 
God or helping them to understand and to develop and 
increase their appreciation and love of God. To believe 
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that today's child approaches an understanding of and rela-
tionship to God through a study of early Hebrew history 
appears to be related to the "genetic parallels" of the 
recapitulation theory. 
The curriculum design places "Adventures in Reli-
gious Discovery" at the Course IX level. There is an 
indication that the Old Testament religious characters have 
been approached from a biographical point of view, and that 
this unit assumes ninth graders can understand the rela-
tion and development of ideas. This is in keeping with the 
conceptual understanding. However, this ability is in its 
early stages and needs guidance. There must be the reali-
zation that it takes time, and that the student must be 
involved in the process. It cannot be done for him. 
1. VI, 1, 1. 
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The Christian believes that the pre-eminent revela-
tion of God was made in Jesus Christ. No single subject 
receives as much attention as does the person of Jesus 
Christ. However, when all of these teachings are looked 
at in the perspective of conceptual thinking, some basic 
problems appear. The concept of Jesus Christ being the 
pre-eminent revelation of God is not an organizing concept 
in the units dealing with the person of Jesus Christ. Most 
of the teachings concerning Jesus feature his birth, child-
hood, ministry, and death, and appear more or less in the 
form of biblical narrative. That Jesus taught about God is 
emphasized in these materials; however, no real emphasis is 
placed upon Jesus Christ because he is the revelation of 
God. As was indicated in Chapter V, this explicit concept 
is presented mainly through a sentence or two set in fewer 
than twelve sessions. 
If all the teachings concerning Jesus Christ were 
placed upon the continuum of meaningfulnessl the meaning 
of the concept of Jesus Christ, as it appears in the bib-
lical studies units of the Closely Graded Courses, could 
be evaluated. The teachings concerning the baby Jesus, 
1. Seep. 87. 
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his boyhood, and his ministry, which are taught as facts to 
the children of the 11here and now11 age (e.g., for four-
year-olds, "the baby Jesus grew and grew until he was a 
tall man"; for six-year-olds, "Jesus is dead," followed by 
"Jesus is here"), could be considered to be at the zero end 
of the continuum. These facts may be acquired, but if they 
are it is mostly through arbitrary learning with little 
assistance from meaning. Before approximately seven years 
of age, all time is relatively present. The child cannot 
hold the perspective "this is the way Jesus did11 in con-
trast to 11our way" with its obvious meanings. The emphasis 
upon the baby Jesus, the boy Jesus and his home and school, 
and Jesus as the man who loved and helped everybody may be 
made in an effort to make Jesus seem real. However, the 
child's grasp of relational and world concepts indicates it 
is highly doubtful that Jesus can be made any more real 
than the other story book characters of his fantasy world. 
If the fact that Jesus Christ is the pre-eminent 
revelation of God is considered to be near the maximum 
meaning end of the continuum, it seems reasonable that 
Course IX does contain the fullest expression of this con-
cept (limited as it is). However, this meaning is not the 
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result of a progression in reorganization. The data nearer 
N, the presentations of the meaning of Jesus Christ, are 
made in their biblical setting and language with little 
attempt to interpret the first-century experience to a 
twentieth-century youth. As the session outlines and units 
are now developed, throughout the consecutive course 
levels, the materials concerning the birth, boyhood, and 
good deeds of Jesus are not a part of an instructional con-
tinuum. The concepts presented to the younger children 
appear to be unrelated to God's revelation of himself 
through Jesus Christ. In fact, the meaning of the Jesus 
Christ concept is presented in what can be judged as inef-
fectual instructional material. The young child is intro-
duced to an arbitrarily meaningless concept as far as the 
concept itself is concerned. 1 The relationship of the 
learner to the construction and validation of the concept's 
meaning for himself is almost absent, except for the word-
ing of prayers the teachers are to use. The repetition of 
the story of Jesus increases its biblical sources but 
1. The context of the child's experience with the concept 
provides the resource for meaning. 
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seldom provides time for the understanding of the increased 
1 data. 
Actually, it would appear from the analysis of the 
biblical studies units, instruction concerning the theo-
centric meaning of Jesus Christ as interpreted by Chris-
tians is not provided for in the biblical studies. 2 
The concept that God reveals himself to men other 
than through Jesus Christ is evident in the content of the 
session outlines. However, God's revelatory action seems 
to be limited to the realm of earlier historical times and 
personages. In most of the references, the concept is 
limited to the fact of the disclosure without interpreta-
tion to aid in understanding the process of revelation 
1. See pp. 294-296. 
2. The indication of an omission concerning the teaching of 
a concept is not to imply automatically that there 
should be an emphasis upon the concept at all age levels. 
Placement of teaching concerning a concept probably will 
depend upon the manner in which it is interpreted theo-
logically. In this case the absence of teaching con-
cerning the theocentric meaning of Jesus in the biblical 
units through Course IX should be noted. The acquisi-
tion of theological concepts is a life-long task. Pro-
gression and reorganization should continue through high 
school and adult studies. It is essential that Christian 
educators know what guidance pupils' concepts have and 
have not had if they are to guide continued concept 
growth. 
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(e.g., in Course IV, "Thou hast revealed Thyself to man, 11 
and 11God's steadfast love was revealed to Joseph"). Chil-
dren are told that God disclosed h~self to various Old and 
New Testament characters and to scholars and saints. No 
explicit references were noted in the children's materials 
that would indicate God still reveals himself to men in 
general or to the pupils. 
MOst of the references to God's revelation to men 
other than through Jesus Christ found in the youth division 
materials continued the historical, biblical narrative of 
such. However, two references to God's possible revelation 
to the pupils were noted. If the sentence "Only God can 
rule your conscience" is interpreted as a possible incident 
of God revealing himself to a seventh grade pupil, it can 
be judged an ineffectual presentation of the concept. The 
identification of one's conscience, a rather unsteady pos-
session of a twelve-year-old, with God's rule is open to 
question. If this interpretation is not taken, and it is 
interpreted as a functional guidance of God's rule being 
normative, how is the twelve-year-old to gain this insight? 
Probably the concept is so glossed over in the material 
that no understanding of its meaning concerning God's 
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relationship to men, and to himself in particular, is 
gained at all. The other pupil-related reference telling 
of Moses' having heard God's call to meet the needs of his 
people and suggesting that the fourteen-year-old may hear 
God speak to them through the needs of people seems to be 
well placed conceptually. The awareness of others and 
vocational decision are both opening conceptual areas. 
However, this brief mention in a session outline centered 
in biblical content probably does not give youth an oppor-
tunity to make this concept a part of their understanding 
of God's revelation of himself to men. 
4. Expectations Involved in the Concept 
of God as Redeemer 
The analysis of the biblical studies units for the 
concept of God as Redeemer indicated that there is little 
material directly concerning this concept. 
The concept of God acting to redeem through Jesus 
Christ is presented to the children in scriptural contexts 
that would seem to be abstractions beyond the children's 
readiness to interpret. It is highly doubtful that a con-
ceptual meaning could be gained from an explanation of 
"grace" that was interpreted as "the sum of all blessings 
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that come from God through Christ." One concept cannot be 
meaningfully interpreted through other concepts the mean-
ings of which have not been comprehended. 
The concept of God the Redeemer through Jesus Christ 
appears more often in the youth materials. However, no 
explicit focus upon the concept was noted. The unit in 
Course IX entitled "They Knew Jesus" attempts to indicate 
the meaning of Jesus for the disciples. The concept of 
"newness of life" is presented. However, this presentation 
fails to interpret its meaning adequately and does not 
allow the pupils to become involved in relating such a con-
cept to their lives. 
The concept of God the Redeemer acting in ways other 
than through Jesus Christ, the analysis indicates, is not 
expected to be learned since there are so few notations 
concerning the concept. 
The lack of expect.ations concerning God as Redeemer 
in the biblical studies units would indicate that the bib-
biblical studies units are not contributing to the child's 
conceptual understanding of God and man's relationship to 
him. That words of the Christian vocabulary such as 
redemption, sin, salvation, judgment, atonement, or 
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reconciliation are seldom presented and lack interpretation 
is a fact that should be recognized and considered in fur-
ther instruction beyond the level of the Closely Graded 
Courses. At the same time, it is not the lack of theolog-
ical vocabulary that should be the major concern. The 
analysis for expectations included notations concerning 
experiences relating to the basic concept being studied. 
Children do experience separation, alienation, and joy of 
at-one-ment. These early childhood years are the ones in 
which understandings of "right" and "wrong" are formulated, 
yet there are almost no teachings concerning the judgment 
of God. Stendler's assertion that children often are ready 
for more difficult concepts than they are taught, and that 
difficult concepts could be taught if they were built more 
carefully on what children already know seems applicable to 
the biblical studies units at this point.l Building upon 
children's experiences, some of these theological experi-
ences could be dealt with in a manner that would aid the 
child's conceptual understanding of the experience. An 
idea such as God's judgment does not have to be taught in 
the abstractions of "hell and damnation" in order to be 
1. Teaching in the Elementary School, p. 282. 
used with children. 
S. Expectations Involved in the Concept 
of God as Sanctifier 
The concept of God working through the Holy Spirit 
as Sanctifier is included in the biblical studies units 
in such a minimal manner it hardly can be said that there 
are expectations involved in the five noted references in 
the 230 sessions. The concept of God as the Holy Spirit 
through which divine power comes to man to enable him to 
live more like a child of God, is not presented for learn-
ing in the biblical studies units of the Closely Graded 
Courses. 
Although the concept of the Holy Spirit is an 
abstraction, children learn about abstractions through an 
accumulation of specific incidents or experiences through 
which they come to an ability to move toward an abstract 
interpretation of such. Once again, Stendler's comment 
concerning children's readiness for more than they are 
taught may be applicable. 
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